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ABSTRACT
THE PREDICTIVE EFFECTIVENESS OF TWO INSTRUCTIONAL MODELS
OF CHAPTER I COMPENSATORY EDUCATION FOCUSED ON
PRINCIPALS’ LEADERSHIP STYLES, TEACHER
ATTITUDES, AND STUDENT ACHIEVEMENT
by
ALFRED D. WYATT, SR.
The purpose of this study was to investigate the
effectiveness of two instructional models (In—Class and
Pull—Out) and their impact on the achievement of students
enrolled in the Chapter I Compensatory Program. An
additional purpose was to investigate the impact of the
principals’ leadership styles and teacher attitudes on the
efficacy of these methods.
Methods and Procedures
The first, second, and third grades of 30 Atlanta
Public Schools of Area I served as the target population
for this study. There were 52,869 students from low—
income families in the Atlanta Public Schools in 1982—83——
9,327 of those students were first, second, and third
graders——937 of those students were enrolled in Area I of
the Atlanta Schools. It is from this 937 students who
represented better than 10% of the population of those
grade levels that information was gathered. Average gain
scores of the California Achievement Test (CAT) were
collected and examined for students in grades 1, 2, and 3
between 1981 and 1985. The Minnesota Teacher Attitude
Inventory was administered to 275 regular (first, second,
and third grade) teachers and Chapter I (specialists)
teachers. Principals’ leadership styles were determined
by qualified judgement, and a 10—item questionnaire was
developed to acquire specific information related to the
study. Five hypotheses and nine research questions were
developed to assist in the research findings. The method
used was normative survey utilizing appropriate
statistical techniques to analyze data.
Results
There was no significant difference between the CAT
NCE gains of Chapter I students enrolled in the “Pull—Out”
or “In—Class” model. There was no significant relationshi:.
between the attitudes of teachers as measured by the MTAI
and the 1984-85 NCE gains made by Chapter I students.
There was no significant difference between teacher scores
on the MTAI and the three different principals’ leadership
styles (Initiator, Manager, Responder).
There was a significant difference between the CAT
NCE gains of Chapter I students beyond the .05 level of
significance in the school years from 1981—82 to 1984—85.
There was also a significant difference beyond the .05 and
.01 F—probability between the 1984-85 NCE gains of Chapter
I students attending schools with principals because of
the principals’ leadership styles. The “Manager” style of
leadership was superior to the “Initiator” and “Responder”
styles in reading and mathematics. The “Initiator” style
of leadership in mathematics was also significant beyond
the .05 level. Statistical analysis was by Analysis of
Variance (ANOVA). Specific information gathered from the
questionnaire indicated that teachers prefer the “Pull—Out”
model over the “In—Class” model for instruction. Teachers
feel that the principal supports the compensatory program
and makes a difference in the success of the compensatory
program, and also that teacher aides are needed. Teachers
also believe that students can fulfill their needs best
when teachers work as a team. The conflicting nature of
the previous conclusion comes as a result of the
“Pull—Out” model representing the instruction by the
teacher working alone.
Conclusion
The role of the principal as instructional leader and
the significant gains of the students enrolled in the
Chapter I compensatory program reveal enough evidence for
continued emphasis and study of the merits of these
results. Teacher attitudes, as measured by MTAI, provided
meaningful information; however, it is suggested that
additional attitude surveys be developed to meet the
present research needs on achievement. The information
has provided enough positive findings for further research
in methods of instruction, leadership styles, and teacher
attitudes as they impact on the achievement of
Compensatory Education Programs as well as the regular
program for effective schools.
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Much of the focus on education in the past several
years has centered around achievement. Researchers and
sociologists discovered that large portions of students
were no.t achieving because they were considered
“disadvantaged” as a result of the low economic status of
their parents. As a result of the passing of the Civil
Rights Act in 1965, the Federal Government took on the
task of providing funds to areas across the country where
it was determined that students were receiving an
inadequate education. One of the programs designated for
that purpose was the Compensatory Education Program.
The Compensatory Education Program has had as its
purpose the improvement of achievement among students who
have been declared educationally deprived.
The focus of this study will be on a phase of the
Compensatory Education Program with an emphasis on the
effectiveness of two instructional methods and their
impact on achievement. Within this study, the researcher
will examine, statistically, the impact of the principals’
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leadership styles and teacher attitudes on the efficacy of
these methods.
Effective schools studies over the last decade have
concluded that leadership as exhibited by the principal
has contributed very strongly to the success or failure of
the school she/he heads. Greater emphasis has been placed
on the role of that individual as instructional leader;
the style or behavior of the principal under scrutiny to
determine whether leadership impacts positively or
negatively on the entire process.
With compensatory education programs being a part of
most public school programs around the country, the
results revealed from research of a viable program should
serve a meaningful purpose to those who must carry the
challenge and responsibility for improving the achievement
level of students.
Statement of the Problem
Since the passage of the Elementary and Secondary Act
in 1965, the nation has given special attention to the
needs of educationally deprived children residing in
attendance areas with high concentrations of low income
families. Through Title I of the Act, State Boards of
Education have provided supplementary instructional
services to complement basic educational programs at the
state and local levels.
In many of the educational systems throughout the
country, superintendents have been hired and fired as a
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result of their accountability, or the lack of it, for the
academic achievement of students.
Proponents of effective schools contend that the
quality of what takes place in the classroom depends on
the “quality of activity at the level above it” (Purkey &
Smith, 1983). This implies that the quality of
instruction must begin at the level where planning,
decision—making, change, and organizing take place. It
also implies that the direction for instruction and
achievement must begin at the highest level of
administration if high expectations for children’s
achievement are to be fulfilled. Superintendents and
other administrators must continue to upgrade their roles
as instructional leaders if the academic atmosphere in
schools is expected to improve and yield higher levels of
achievement. The leadership style of the principal and
the attitudes of teachers could play a significant role in
the total process.
It is the intent of this study to focus attention on
achievement in reading and mathematics of students in
grades 1 through 3 who have been identified as
underachievers and have had compensatory instruction in
the basic skills. The leadership style of the principal
will be investigated along with the attitude of the
teacher. This should provide another source of
information for the administrator who must be aware of all
of the implications of his/her projections for the future.
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The research will focus on grades 1 through 3 in Area
I of the Atlanta Public Schools. Two models of
instruction utilized during the period of investigation
will serve as a focal point for the instructional
phase--In—Class and Pull-Out Model. These two models of
instruction have been used to improve students’
achievement; however, they have not been evaluated on
their validity as related to achievement. It will also be
the intent of the researcher to examine the role of
teachers’ attitudes and principals’ leadership styles in
the delivery process of the two models of instruction.
From this study, the administrator should be able to
determine the degree to which or the conditions under
which these models of instruction, given the leadership
style of the principal and/or the attitudes of teachers,
are effective in upgrading the achievement level of
students.
Theoretical Premise
The study will be focused on the academic achievement
of students in the early grades. Among the factors
impacting on achievement are personal factors, societal
factors, institutional factors, and others. One of the
institutional factors impacting on academic achievement is
standardized test results. While standardized test
results are only one measure of achievement, they
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constitute one method that the researcher will utilize to
examine student achievement. With achievement as the
dependent variable, the intent of this study will focus on
three independent variables: Principals’ leadership
styles, teacher attitudes, and method of instruction, Of
particular concern is the leadership styles of principals
and the impact that style has on (a) the attitudes of
teachers toward methods of instruction, (b) the
achievement scores of students, (c) the achievement scores
of students when controlled for methods of instruction,
and (a) the mean gain scores of students on the California
Achievement Test; teacher attitudes or the impact they
have on (a) the method of instruction utilized in the
classroom, (b) the impact of those attitudes on the
leadership style of the principal, (c) the impact of those
attitudes on the outcome of student scores on the
California Achievement Test, and (d) the impact of those
attitudes on the achievement. The study will examine the
method of instruction (In—Class or Pull—Out) on (a) the
mean gain scores of students on the California Achievement
Test, (b) the performance of teachers based on the
leadership style of the principal, and (c) the achievement
scores of students on the California Achievement Test.
The interaction of these three independent variables——
principals’ leadership styles, teacher attitudes, and
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method of instruction——will be examined to determine their
overall impact on the dependent variable, achievement.
Students in grades 1 through 3 were the first
students given compensatory instruction in the early
stages of the development of the Title I program. The
reason for starting in the lower grades came as a result
of the findings of statistical information on early
childhood education. It was the feeling among educators
that a planned program of remediation, along with a
planned program of testing, would yield information to
determine whether compensatory instruction was in fact
improving academic achievement among these students.
The standardized instrument used in this process will
be the California Achievement Test. This test is utilized
by institutions as one of many factors to determine the
achievement of students from 1981 through 1985. The
theoretical framework from which conclusions will be made
will depend on several independent variables——the
leadership styles of principals, teacher attitudes,
individualized instruction, classroom climate, grade
level, students’ previous test scores, and parent income
and its linkage to achievement. Through compensatory
education and/or its method of delivery, the results
should serve as one of several tools that can be utilized
by administrators to plan, organize, and make decisions
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for implementing effective school programs in communities
around the country.
Leadership Styles
The leadership styles of principals as determined in
the research of Hall, Rutherford, Hord, and Huling (1984)
will be identified as the kinds of behavior that
principals can and should exhibit on a day-to—day basis to
bring about improvements in schools. The three styles
that will be referred to are: (a) Responder, (b) Manager,
and (c) Initiator.
The responder is one who accepts district goals as
school goals. He allows others to generate the initiative
for any school improvement that is needed and relies on
others for introduction of new ideas. Future goals and
directions are determined in response to district level
goals or priorities. The manager accepts district goals
but makes adjustments at the school level to accommodate
particular needs of the school. He engages others in
reviews of school situations to avoid reduction in school
effectiveness, and anticipates the instructional and
management needs of the school and plans for them. The
initiator respects district goals but insists on goals for
the schools that give priority to the needs of his
schools students. He identifies areas in need of
improvement and initiates action for change, and takes the
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lead in identifying future goals and priorities for the
school and for accomplishing them.
Though Hall et al. (1984) found all three styles to
be effective, the Initiator generated more quality and
quantity than the Manager or Responder (Hall, Hord,
Huling, & Rutherford, 1985).
The investigator in the present research will
identify principals of the schools involved through
qualified judgement to determine the leadership behavior
or style of principals. It will be the researcher’s
responsibility through analyses and direct observation to
determine which of these characterize the style described
in the literature.
Since the Chapter I program, using the two
instructional methods under review in this research, was
initiated, it has represented change in each school where
the program has been offered. The compensatory program
had not been a part of the regular routine of class
instruction. Teachers’ styles, attitudes, and approaches
to instruction had to undergo major changes in many
cases. The principal’s role and style took on a new
meaning and identity. Achievement and the manner to
accomplish positive results have now taken on new and
signi ficant meanings.
Through examining the styles of leadership in all of
the schools to be studied, it is hoped that the results
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will provide insight and useful implications for school
instructional leaders as it relates to student achievement.
Implications for Administration
1. What influence did the leadership style of the
principal play in the Chapter I program?
2. What is the style of the principal in each school
as related to styles discussed in the literature?
3. What is the relationship between leadership style
of principal and attitude of teachers?
Hypotheses
1. There will be no significant difference between
the California Achievement Test NCE gains of Chapter I
students in the school years from 1981—82 to 1984—85.
2. There will be no significant difference between
the California Achievement Test NCE gains of Chapter I
students enrolled in the “Pull—Out” model and those in the
“In—Class” model.
3. There will be no significant difference between
the 1984—85 NCE gains of Chapter I students attending
schools with principals because of their leadership style.
4. There will be no significant relationship between
the attitudes of teachers as determined by scores attained
on the Minnesota Teacher Attitude Inventory and the
1984—85 NCE gains made by Chapter I students.
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5. There will be no significant difference between
teacher scores on the Minnesota Teacher Attitude Inventory
and the three different principal leadership styles.
Definitions
Chapter I-—Replaced Title I as of July 1, 1982, and
is now considered Chapter I of the Education Consolidation
and Improvement Act of 1981 under the Reagan
Administration.
Compensatory education——Federally funded program
pushed by the late John F. Kennedy to close the
achievement gap for disadvantaged children. Provides
supplementary instructional programs to complement basic
educational programs at state and local levels.
In-class method--A method of instruction employed in
the Compensatory program that utilizes the Chapter I
teacher and aide in the classroom with the regular
classroom teacher.
Pull-out method--A method of instruction that allows
Chapter I teachers to schedule eligible students to their
classrooms located outside the regular classroom.
Title I——The first federally—funded compensatory
education program as a result of the Elementary and
Secondary Education Act of 1965.
Leadership Styles:
Responder——Accepts district goals as school goals.
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Manager-—Accepts district goals but makes adjustments
at school level to accommodate particular needs of the
school.
Initiator——Respects district goals but insists on
goals for school that give priority to his/her school’s
student needs.
Research Questions
1. What gains have been reflected among first,
second, and third grade students in Area I as a result of
reading and mathematics scores on the California
Achievement Test who had instruction through the use of
the Pull-Out Model?
2. What gains have been reflected among first,
second, and third grade students in Area I as a result of
reading and mathematics scores on the California
Achievement Test who had instruction through the use of
the In-Class Model?
3. What is the significance of teacher attitudes in
accomplishing achievement results with students in grades
1 through 3?
4. What is the impact of leadership styles of
principals on achievement of students as measured by the
California Achievement Test?
5. Which method of instruction (Pull-Out or
In—Class) do first, second, and third grade teachers
prefer?
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6. Do first, second, and third grade teachers prefer
to work alone, or as part of a team in fulfilling a
pupil’s needs?
7. What are the attitudes of first, second, and
third grade teachers toward the leadership of the
principal?
8. What are the attitudes of first, second, and
third grade teachers toward Chapter I students?
9. What are the attitudes of first, second, and
third grade teachers toward the use of teacher aides?
Limitations
The achievement results measured will come from
California Achievement Test scores for 1982—83 and
1984—1985. These results will be used as a basis for
determining achievement gains. Achievement should be only
one means of measuring student growth; consequently, the
results found from this study will have limited meaning.
Only teachers who have been in the same location
during the five-year-period will respond to the survey on
teacher attitudes. This limitation deprives the
researcher of impact of the remaining teachers who have
not been involved over the five—year—period or the lack of
such impact.
Significance of the Study
The research on compensatory education and programs
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to improve the achievement level of the disadvantaged is
mounting yearly. At the same time, effective schools
research is mounting in support of leadership styles that
enhance the school climate, teacher effectiveness, and
achievement. With accountability serving as a by—word for
principals and other administrators, it becomes
increasingly important that instructional leadership start
with the head of the school.
While the amount of research continues to grow, very
little is available on the method of delivery. The
question has been raised within the Atlanta Public Schools
and the community it serves——Which method is best,
In—Class or Pull—Out? The question goes unanswered
because there is no research available to substantiate
either. A program of national impact needs an answer to
that question after 20 years of documented success. It is
the intention of this writer to eliminate that void.
Chapter 2
Review of Related Literature and Research
Presented is a selection of literature related to the
problem of the researcher. The literature is reviewed
under these areas:
1. Available research on compensatory preschool
programs (a) preschool, and (b) kindergarten;
2. The elementary school compensatory program (a)
primary, (b) grades 1 through 5, (c) grades 3, 4, 5, and
6, (a) impact on desegregated schools, and (e) evaluation
results from grades 2, 4, and 6;
3. Compensatory programs in secondary schools (a)
grades 7 and 8, and (b) ages 12 and 13;
4. College level compensatory programs (a) high—risk
students, and (b) upward bound;
5. Other aspects of compensatory programs (a) leader
behavior, (b) resource allocations, Cc) community
programs, (a) availability of programs in school systems,
(e) classroom climate, and (f) funding; and
6. Leadership styles (a) philosophical orientation,
(b) task and relationship behavior, (c) principal and
teacher agreement, (a) expectations and perceptions, (e)
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pupil control, (f) Hispanic students, (g) job
satisfaction, (h) teachers’ perceptions, and (i) Black
administrators.
McDonald (1968) in his study tested the possibility
of a public school system providing for five-year-old
children from culturally and economically disadvantaged
homes, a preschool program which would compensate for the
reading readiness “gaps” which existed between this group
of children and those children who came from homes of
average or between cultural and economic status. Two Head
Start programs, one a 1965 summer eight-week program of
236 children, and a 1966 eight—month program for 200
children, provided the experimental groups for study.
Control groups were selected from entering first grade
children and included a group eligible for the program
which did not attend, and a group of children from average
or above average socioeconomic backgrounds which had no
kindergarten experience and another group with similar
socioeconomic backgrounds which had kindergarten
experience.
The instruments used to measure readiness were the
Metropolitan Readiness Tests and the Peabody Picture
Vocabulary Test. After the completion of the eight-week
and eight—month compensatory programs, comparisons of test
scores were made by analysis of variance (McDonald,
1969). While the eight—week program did not close the
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“gap” as measured by the Metropolitan Readiness Tests and
the Peabody Picture Vocabulary Test between children from
the contrasting socioeconomic groups, there was a
significant difference in the progress made by the group
having the eight-month Head Start program when compared
with progress made by disadvantaged children who had no
Head Start experience and with the progress of those who
had the eight—week Head Start program. The researcher
concluded that compensatory readiness programs should
possibly begin with three— or four—year—olds.
Taylor (1970) evaluated three compensatory
kindergarten programs implemented in 18 classrooms in
Fresno, California, in terms of individual testing of 280
children. The children were from low income families and
were largely Mexican—2~merican and Negro. Children with
preschool experience were enrolled in each classroom.
They were pretested and posttested on: the Wechsler
Preschool and Primary Scale of Intelligence (WPPSi), four
subtests; the Caldwell Pre—School Inventory (PSI): the
C-Test for Concept Formation; and a test for Innovative
Behavior.
The three programs compared were: the Follow—Through,
the Keep-Up Program, and the traditional District Program
which served as a control group. The programs were
assigned to school sites by area, income level, and ethnic
composition.
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The author hypothesized that the Follow-Through
Program would be the superior program. A design used was
a factorial analysis with covariances of program and
ethnic identification. A significant level of .01 or less
was utilized to establish reliability. Significance of
.01 or less was reported but judged marginal.
The overall significant difference in program
supported the superiority of the Keep-Up Program to the
traditional District Program, and would support Follow-
Through as the program related to the largest gains for
all children on the measures utilized (Taylor, 1970).
Morgan (1971) did a study to determine whether it is
possible to increase the effectiveness of the Unruh Pre
School Compensatory Program through an experiment in the
application of direct instruction in knowledge and skills
needed for academic success. The comparative growth in
language development between the experimental group
receiving direct instruction (i.e.) and the control group
receiving nondirective traditional type instruction.
Comparisons of the experimental and control groups were
made. The statistical treatment was by standard t—test
calculations determining the significance of the
difference between the means.
Morgan (1971) found that overall language development
of the direct instruction program produces more growth
than the traditional program for the total group. The
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findings also supported the evidence which is accumulating
that for educationally deprived children an academically
oriented direct instruction program produces greater
achievement.
Six and Vugrin (1971) studied the relationships
between participation in the Unruh Pre—School Compensatory
Education Program in Chula Vista and subsequent
educational development in preschool, kindergarten, first
and second grades. Through standardized tests and
observation techniques, data was collected concerning
school readiness, reading achievement, self—concept,
school—related social skills and attitudes. The
statistical results were determined by the t test with a
level of rejection below .05.
They concluded that participation in the compensatory
program has a positive influence on school readiness and
reading achievement. The authors concluded that
compensatory programs compensate for the social, economic,
environmental, educational, cultural or family
circumstances which place children in the position of
entering school without the motivation and readiness
required for successful performance in public schools (Six
& Vugrin, 1971).
Mattleman (1967) evaluated the effects of the
Learning Centers Project of the School District of
Philadelphia, a compensatory education program. One
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hundred forty—one first graders of low socioeconomic
status and of three mental ability levels comprised the
sample.
The experimental group consisted of three classes who
received enrichment as a supplement to classroom
instruction two hours weekly in •an effort to facilitate
concept development in language, mathematics, and
science. The control group, matched on mental ability,
followed usual classroom procedures.
The independent variable was the compensatory
education program. The dependent variables were measures
of growth on tests of intelligence, achievement, and
language facility.
Pre— and post—test measures included the Kuhlmann—
Anderson Intelligence Test and Metropolitan Achievement
Test. Analysis of variance was then performed. The
Philadelphia Test in Arithmetic and the Philadelphia
Reading Test were also used in pre— and post—testing. The
Dailey Language Facility Test was administered at the end
of the school year. Analysis of variance was performed on
that test. The 5% level of statistical significance was
selected as the criterion for acceptance or rejection of
each hypothesis.
It was concluded that while reading skills tend to be
more significantly affected by mental ability and
supplementary enrichment, compensatory education does not
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affect arithmetic achievement nor did it appear to effect
functional language usage. Findings from this study tend
to support the current thesis that stimulation, be it
human or~ material, elicits increased language output
(Matteman, 1967).
Campbell (1983) sought to determine the extent to
which in—level or below—level testing of 298 Follow—
Through compensatory education students in grades 1
through 3 with the 1978 edition of the Metropolitan
Achievement Test yielded fewer chance scores, floor and
ceiling effects, greater indices of reliability,
comparable standard and derived scores, and educationally
significant comparisons of a subsample of scores to the
Classroom Reading Inventory. Chi—square and t tests were
the major analytical methods used.
This study concluded that neither the in—level nor
the below—level tests systematically met all the criteria
for the reliable and valid evaluation of reading
achievement set forth in this study.
The conclusions imply that the use of below—level
forms in place of in—level standardized tests is not a
completely adequate response to the major program planning
and evaluation difficulties associated with large
compensatory education programs. The author concludes
that criterion referenced testing is needed to improve the
program planning and evaluation needs of program
implementation in schools and classrooms (Campbell, 1983).
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Isenberg (1972) did a study to determine the effects
of an ESEA Title I Compensatory Education Program carried
out in grades 1 through 5. It was hypothesized that no
significant difference would be found among compensatory
education students in achievement growth in reading,
arithmetic, and motor skills with regard to the main
effects of instructional program, grade, sex, school, and
their interactions.
The 270 students were grouped into three learning
categories and assigned three instructional levels. An
analysis of variance was performed on the data. He
concluded that the results indicated that a diagnostic,
prescriptive approach to reading and use of support
services was most effective. Students performed better in
arithmetic, but there were significant gains in reading
and motor skills. The author recommended that a preschool
motor development program be implemented to increase the
disadvantaged students’ readiness for learning (Isenberg,
1972).
Oldiges (1969) in his study of four compensatory
programs, involving second grade students from the Dayton,
Ohio, public schools, investigated differences in mental
maturity test scores and school functioning ability. The
four compensatory programs were: Pre—School with Follow—
Through, Head Start with Follow-Through, and Follow-Through
only. A control group of students was used who had
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qualified for compensatory education programs and had not
participated in such programs. Scores from the California
Test of Mental Maturity were used along with performance
ratings given by teachers on an instrument designed for
this purpose, mobility, school attendance, and relative
costs and benefits of the programs. He found that test
scores among the comparison group were significantly
higher, and no significant difference among pupils who
participated in the compensatory program. When viewed in
terms of relative costs and benefits, it was concluded
that the most expensive program was the most effective
program, and the least expensive was the least effective
(Oldiges, 1970).
Stephenson (1971) did a study to determine the major
actions and incidents influencing the planning,
organization and implementation of the Markham Elementary
School Program. This was an experimental public school
designed to serve migrant and other disadvantaged pupils
from an area in Pompano Beach, Florida, which had been
identified as one of the lowest socioeconomic school
communities in that county.
The descriptive case method of research was used for
the investigation. Data from informational documents,
research reports, personal interviews, and staff surveys
were used.
The findings concluded that the program was conceived
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and planned in a highly organized manner, and the program
made a positive impact on the pupils, the local community,
and the teaching staff (Stephenson, 1971).
Whitt (1966) measured the self—concept of students in
grades 3, 4, 5, and 6 in 13 inner—city schools in Flint,
Michigan, their attitudes toward the learning climate of
the classroom, and the professional attitudes of 54
randomly selected teachers. A battery of tests was used
to determine the results. Inventories, questionnaires,
and teacher observation scales were included. General
conclusions were that teacher attitudes toward pupil
self—concept were related to pupil behavior, teacher
fulfillment, and student achievement (Whitt, 1967).
Freeman (1970) in his study of the six of 16 classes
from the West Chester, Pennsylvania Public Schools
assessed the compensatory education program of two
schools. The two schools divided their population into
four groups (PECP, low, medium, high) and continued that
grouping through the second grade. The author chose the
“low” group as a control group because of its similarity
in achievement, and the “high” group because it was
advanced and served as a target for compensatory
achievement. The variables targeted for improvement were
language development, school achievement, and self—concept.
Tests used were the Peabody Picture Vocabulary Test, the
Wide Range Achievement Test, four auditory subtests of the
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Illinois Test of Psycholinguistic Abilities, and a
self—concept test. Pre— and post—tests were administered.
Finney’s Test of the Significance of Difference Between
Any Two Adjusted Means was also used to investigate
variables which yielded a significant f—ratio value in
analysis of covariance. He foundthat the groups were not
equal in status at the beginning of the year. While both
PECP groups made the same progress, neither surpassed the
low “low” group in scoring. He also listed limitations
(Freeman, 1970).
Truex (1970) studied the results of experimental
compensatory training given to a sampling of 180
kindergarten, primary, and intermediate elementary
students. The students received two weekly half—hour
sessions of training for 10 weeks. There were
experimental and two control groups on each level. The
study was designed to assess the effect of achievement
from short—term intervention. Compensatory training was
in language usage, cognitive functioning, and achievement
motivation. An f—ratio of analysis of variance was used
to determine the level of significance. All experimental
groups at” all grade levels made statistically significant
gains as measured by the test (Truex, 1971).
Scott (1970) compared the effects of the compensatory
program on students ages 5 through 11 from A. Quinn Jones
Laboratory Center in Alachua County, Florida, as measured
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by gain scores. The design included the experimental
school at Jones, an unlike control school, and a like
control school with students of the same type as the
experimental school. The unlike school did not have
disadvantaged students who were within the same criteria.
This study was a comparative study of the effects of
the compensatory program. Twenty—seven measures showed
significant differences, and the direction of differences
was not consistent, yet the majority favored the
experimental school (Scott, 1971).
Bardy (1980) examined and analyzed the manner in
which selected federal and state educational policies
impacted upon equality of educational opportunity at the
local school district level with specific emphasis upon
the impact of compensatory education programs in
desegregated elementary schools. The research examined
the nature of the local guidelines and implementation
practices resulting from Title I of the Elementary and
Secondary Education Act (1965) and Article 3 of Michigan
Public Act 94 (1979) as related to aspects of equality of
educational opportunity.
Three elementary schools were randomly selected from
the district’s elementary schools and staff members from
these schools volunteered to be interviewed. Observations
of 10 students were made using the Student Educational
Experience Observation Form.
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The findings indicated that the Title I and Article 3
selection procedures in the district had resegregated
students along racial and/or ethnic lines. This
resegregation was intensified by the implementation of
educational programs which pulled students out of
desegregated classrooms for compensatory instruction in
more segregated groups (Brady, 1981).
Jurs (1970) researched a method of “calculating
structural regression coefficients” to determine whether
the idenUfied variables are good predictors of reading
achievement in Title I programs, such as programs funded
under Title I of ESEA 1965. The data collected came from
the 1968-69 Compensatory Education Evaluation. A random
sample of students who had taken the Metropolitan
Achievement Test was used from grades 2, 4, and 6. The
results of the analysis of the 1968-69 Compensatory
Education Evaluation provided no evidence for the success
of Title I programs. Variables related to the Title I
program were not good predictors of reading achievement.
The authors concluded that the procedure needs
further investigation before it can be used for “decision
oriented research” (Jurs, 1971).
Seraydarian (1982) investigated aspects of the
Compensatory Computation Skills (CCS) Program in the
Clearview Regional High School during the 1977—78 school
year. The program also included an examination of pupil
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self-concept, attitude toward school, pupil and parent
attitudes toward the CCS program, and pupil costs.
The experimental group was 71 pupils in grades 7 and
8 who were selected for the CCS Program through a
screening program which included performance on an
achievement test, performance in computation skills and
teacher recommen— dations. Thirty—seven pupils who were
not chosen for the CCS Program were randomly selected to
serve as a control group. Instruments designed to measure
computation skills, self—concept and attitude toward
school were administered to all participants.
Quantitative data were analyzed using a one—way
analysis of covariance, the pretest as a covariete, and
the posttest as a dependent variable.
The findings indicated that while achievement in
computation skills increased across all treatment groups,
self—concept and attitude toward school measures indicated
an end of the year decrease. Pupil and parent attitudes
were generally positive Seraydarian (1982).
Douglas (1967) did a study on student performance
within the context of one compensatory education program
supported under Title I, Elementary and Secondary
Education Act of 1965, operated by the Southwest City
Independent School District during the seventh and eighth
grade years, 1965—66 and 1966—67.
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Results were based on grades, Sequential Tests of
Educational Progress, and areas of the Gates Reading
Survey. Students were grouped according to participation
under Title I guidelines, and the three ethnic groups
involved——Anglo, Latin American, and Negro. T tests and
analysis of covariance were programmed for the IBM 7040
computer.
Fifteen successful and 15 unsuccessful students were
selected from participating students on the basis of
performance on the reading achievement test from the
Sequential Tests of Educational Progress. Chi—square
values and contingency coefficients were developed in each
area examined.
The findings: Only the reading program met the basic
requirements as a treatment program that was “other than
standard.” Language arts, social studies, science, and
mathematics, supposedly affected by Title I participation,
failed to meet the criteria. Positive gains were
experienced in the treatment program——reading——when
changes were considered in terms of percentage scores. No
changes were evident in students’ attitudes toward peers,
teachers, or reading.
The author feels that it was evident that variables
traditionally associated with identification of low
ability groups from a total school population were not
sensitive enough to identify successful and unsuccessful
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students within this special program for lower level
students (Douglas, 1968).
Goidner (1972) in his study investigated the effects
of compensatory periods of language arts or arithmetic
instruction on the achievement of two matched groups of
eighth grade students, as compared to a third (control)
group of eighth graders who did not receive any
compensatory instruction. The study also examined the
effects of the compensatory program on study habits and
selected attitudes of these same students.
The experimental program was conducted in a depressed
area school with a pupil population that was virtually
100% Negro. More than 80% of the students were below
grade—level in reading and arithmetic, according to scores
from the Iowa Tests of Basic Skills. Two groups of 120
students were divided into four ability—level classes to
receive additional instruction in reading and arithmetic
skills. The 90 control pupils received no compensatory
instruction.
The analysis of covariance computer program was used
to measure changes in study habits and selected
attitudes. Three comparisons were made for each dependent
variable considered: (a) experimental vs. control, (b)
experimental vs. experimental2 and (c) experimental2
vs. control.
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The author hypothesized that students who receive
compensatory periods of instruction in language arts and
arithmetic will evidence greater increments of
achievements in language arts (or arithmetic) than
students who do not have such compensatory instruction.
The findings failed to support the hypothesis in all
of the comparisons except in one of the dependent
variables in arithmetic. However, comparisons did show
significantly greater achievement in language arts skills
than did students in the arithmetic group. He concluded
that a more individualized program would be beneficial
(Goidner, 1972).
Raymer (1970) studied the effects of a program of
compensatory services for “high risk” college students, to
describe changes in cognitive skills and attitudes that
result from supportive education and to determine some
predictive criteria for future programs for “high risk”
students.
A sample consisting of two groups, an experimental
group and a control group, was selected from the freshman
class at Northeastern Illinois State College. There were
27 students in the experimental group and 23 students in
the control group. All of them came from the same set of
“inner city” schools.
The effects of compensatory services on intellectual
aptitude and achievement were measured by pre— and
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post—treatment testing with Science Research Associates
Verbal Form and Science Research Associates Non—Verbal
Form. Pre— and post—treatment data on personality factors
were obtained through administration of the Science
Research Associates Survey of Interpersonal Values, and
Institute for Personality and Ability Testing——Self
Analysis Form, and the Institute for Services to Education
Questionnaire. Grade point average was used to measure
academic success. The findings of a significant decline
in the experimental group’s grade point average between
the first and second trimester seem to be directly
attributable to the supportive academic services provided
during the first trimester. Mean grade point average for
the experimental group declined when compensatory services
were eliminated. The author concluded that while most
research done on compensatory education has been related
to preschool programs, the overwhelming implication from
this research suggests the necessity for continuous
reinforcement to maintain improvement in skills and values
which influence academic success (Raymer, 1971).
Parker (1971) studied the effects of compensatory
education on high risk students in North Carolina
colleges, academic and extracurricular performances and
their attitudes toward possible careers and life
opportunities. Research papers, articles, books, and
other publications were reviewed to provide the
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construction of a data gathering instrument. The majority
of students who participated in compensatory education
programs before or after entering college showed a. higher
college academic average. When the students had no
compensatory education, there was a significant difference
in academic performance favoring the students enrolled in
compensatory programs.
He concluded that there is no conclusive evidence
that compensatory education programs provide the
opportunity for high—risk students to succeed or
thereafter.
Geisler (1968) examined the effects of a compensatory
education program on the self—concept and the academic
achievement of the participating students from low income
families.
The experimental group participated in Project Upward
Bound at the University of Toledo and the control group
did not. The self—concept measure was a modified form of
the Butter and Haigh Self-Idea Q Sort. Academic average
was measured by the grade point average pre— and
post—program. The .05 significance level was necessary
for rejection of the Null Hypothesis of no difference
between the groups with respect to grade point averages
and self—concept change scores. The Self—Ideal
correlation coefficients was obtained using the Spearman
rank correlation coefficient, and questionnaires were used.
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Findings were all positive with significantly higher
self—concept change scores and grade point averages. The
Upward Bound Program was deemed most beneficial to the
students in the program (Geisler, 1969).
Elgrim (1970) did a study of four students who
participated in the Upward Bound Program of a university.
The data for this study were collected from a variety of
sources over a three—year—period. Interviews, counseling
sessions with students and parents, yearbooks,
autobiographies, letters, and poems were used. He found
that the role of the counselor was that of advocate for
the student and suggests that the counseling structure in
schools be modified to meet this need. Implications of
this study also suggested further research.
Harris (1968) in his study attempted to determine the
degree to which the leader behavior of selected Georgia
public school principals, as perceived by their work
groups, was related to the reported number of compensatory
education programs in their schools.
The data of the study consisted of LBDQ—-XII
descriptions of the behavior of 15 “high compensative” and
15 “low compensative” principals by their staff members in
Georgia public schools. “Low compensative” principals
were defined as those with 20 or more compensatory
programs in their schools. A principal was defined as
being “effective” when his work group described him as
“often” engaging in the type of leader behavior indicated.
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An overall one—way analysis of variance indicated a
significant difference in leader behavior as measured by
LBDQ—XII between the “high compensative” principals and
the “low compensative” principals, with the “high
compensative” principals exhibiting more effective
leadership (Harris, 1968).
Frelow (1970) in his study to determine which of two
programs implemented by the Berkeley Unified School
District——compensatory education or school desegregation——
had the greatest impact on the achievement of children
from lower socioeconomic neighborhoods. He compared hours
of instructional service, the effects of compensatory
education, and school desegregation programs on the
achievement of children from socioeconomic—segregated
services schools. His findings reveal significant
increase in instructional services and man hours. He also
concludes that neither program has reduced the gap of
achievement between children from upper and lower SES
neighborhoods (Frelow, 1971).
Lutz (1969) evaluated the Threshold Program of the
Friends Neighborhood Guide in Philadephia, an educational
and counseling program designed to aid Negro high school
students living in North Philadelphia in obtaining
post—high school education in either academic or
vocational fields. The program attempted to raise their
grade point averages, improve their scores on achievement
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tests, and create a positive attitude change on the part
of the students and their parents.
The experimental group consisted of 48 high school
seniors from Benjamin Franklin and William Penn High
Schools. The control group consisted of 42 seniors from
the same schools. Each group was administered the Otis
Quick—Scoring Mental Ability Test, the Paragraph Meaning
and Arithmetic Concepts subtests of the Stanford
Achievement Test, and the Kuder Vocational Preference
Record.
The findings showed no significant difference by
treatment, sex, curriculum, or their interactions in the
number of students accepted in post-high school education,
arithmetic, vocational interests, or College Board verbal
scores. The coefficient of multiple correlation between
program participation and post—high school acceptance was
significantly different from zero with activities
classified as “motivational~ making the only significant
contribution.
The author feels that the program did not succeed if
measured by the criteria of evaluation. He felt that
given time and some revisions of the program there would
have been greater success (Lutz, 1970).
Vruggink (1970) did a study to examine factors in
education that were affected by the availability of
compensatory program. His approach was to identify the
36
disadvantaged and examine special acts related to
educating them. The analysis was to determine the
effectiveness of representative compensatory programs
nationwide. Much of his information was gathered from the
Grand Rapids, Michigan school system through records,
interviews, and questionnaires.
P~inong his findings, he concluded that test results
indicated that there had been significant gains in I.Q.
and achievement among preschool and kindergarten children
between .1963 and 1970, as a result of compensatory
programs (Uruggmink, 1971).
Kooiarea (1980) in his study attempted to determine
whether teacher warmth and teacher structure have a
significant relationship with the academic achievement of
students in a remedial reading program, 13 teachers and
998 students in the ESAA Basic Reading Program of the
Greensboro sample. Data gathered included pre— and
post—test scores from the California Achievement Tests:
Reading, and Interaction P~nalysis and Student Response
Scale measures of teacher structure and teacher warmth.
The data were analyzed by regressing the dependent
variable measures of reading gain scores onto 10
independent variables of teacher structure and teacher
warmth.
The results suggested that: teacher warmth was
positively related to the reading gains of remedial
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students; teacher structure was not related to the reading
gains of remedial students.
The study was considered exploratory by the author
and is significant to an awareness and understanding of
how classroom climate variables affect the academic
success of remedial reading students (Kooistra, 1981).
Edwards (1971) studied the funding system of Georgia
in an effort to make recommendations for funding
compensatory education in that state. His research cited
that a significant relationship exists between the
achievement and socioeconomic status of children. He
states that students from families with low socioeconomic
status have been shown to achieve less in early grades and
the spread between these children and children from higher
socioeconomic status becomes greater with additional
years. The study became the most acceptable procedure to
be used in locating the disadvantaged in Georgia.
Persons from other states had recommended a 50%
increase in funds. Since this would have appeared
unrealistic, the final recommendation was to fund grades 1
through 3. Evaluation procedures were outlined and other
suggestions were made for application. A suggested
amendment which would authorize the compensatory program
in Georgia was prepared (Edwards, 1972).
Forbes (1985) states in his article reporting the
20th Anniversary of the Compensatory Education Program
that:
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The academic achievement of historically lower-
performing students did improve during the
seventies and Title I and all the associated
national and state efforts probably played a
central role in that improvement. (pp. 542—544)
The performance of nine—year—old students attending rural
schools and schools in disadvantaged urban areas improved
dramatically during the 1970s. Those were the schools
targeted for funds from Title I. During that time, high
quality instructional services were extended to the
students who needed them the most. He states: “Although
the job is not complete, the efforts of the Seventies were
successful” (Forbes, 1985, pp. 542—544). The students’
achievement did improve.
Dumas (1981) did a study to investigate the
relationship between leadership style and philosophical
orientation of elementary school and secondary school
principals. He also studied the relationship when
considering the sex of the respondent and the school level
to which he/she was assigned.
The sample consisted of elementary and secondary
principals from the public schools in Jefferson and
Orleans Parishes. One hundred twenty—eight principals
returned usable data.
Canonical correlation and discriminant analysis were
used to measure the relationships between leadership style
and philosophical orientation. A .05 level of
significance was used to reject the Null Hypotheses.
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It was concluded that the leadership style of
principals, whether principals were task—oriented or
relationship—oriented, was not related to their
philosophical orientation (Dumas, 1981).
MaMahon—Dumas (1981) focused on two dimensions of a
principal’s leadership style——Task Behavior and
Relationship Behavior. These were viewed in relationship
to the student’s performance as reflected in reading test
scores for 1978 and 1980 in the public schools of the
District of Columbia. A reading teacher and principal
from each school participating in the study responded to
the Leader Adaptability and Style Inventory Questionnaire
prepared by Ohio University and tested extensively by ASCD
on school leaders across the United States. The responses
described the administrators’ behavior in 12 significant
common school situations as they perceived themselves, and
also as the reading teacher perceived them. The
statistics were coded with the students’ reading gain
scores gathered from the results of the standardized
Comprehensive Test of Basic Skills for 1979 and 1980,
using the Statistical Package for th Social Sciences, and
analyzed by the computer.
The author indicated that some research has shown
that effective leadership enhances the learning process
and increases student achievement. Other research finds
that a consistent rigid structure organized by the
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principal is the key element in the improvement of student
achievement in reading.
Analysis of the data indicated a significant
relationship between the principal’s effectiveness and
reading gain scores of students in the District of
Columbia Public Schools. There was no significant
correlation between leadership styles and gain scores
generally. Another finding from the study was that
schools with female principals in the District of Columbia
Public Schools showed an increase in the reading gain
scores of their students which was significantly higher
than those of students in schools with male principals.
The High Relationship dimension of leadership and
effectiveness suggested the most positive relationship
with the school’s instructional program as viewed through
the reading gain scores (MaMahon-Dumas, 1981).
Patterson (1977) investigated the extent to which
agreement exists among and between elementary teachers and
principals on specific instructional leadership
activities. To accomplish these purposes, an instrument
consisting of 67 instructional leadership activities was
created. Using a list of 135 instructional leadership
activities, a panel of nine experts identified those
activities they considered most important to instructional
leadership. A factor analysis of the pilot was made to
determine how items were best grouped or categorized to
form homogeneous subscales.
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The findings indicated that principals should make
teachers more aware of the principal’s performance in
planning and arranging nonteaching activities outside of
the school, circulating information, sharing
administration, stimulating inservice and utilizing
interpersonal skills. Principal and teacher responses
indicated that the principals should perform instructional
leadership activities (Patterson, 1978).
Marmion (1977) conducted a study to determine if
significant differences exist between the actual
perceptions of and the ideal expectations for the
instructional leadership role of urban fringe elementary
school principals as perceived by themselves, their
elementary teachers and their superintendents.
A sample size of 18 elementary principals was
determined as being sufficiently large for the desired
statistical treatment, while remaining small enough to
permit personal interviews to be conducted at school
locations. Survey data were collected from all
participants with the Principal Instructional Leadership
Opionnaire (PILO) developed for this study. Interview
data were collected from the 18 elementary principals with
the Task Ranking Deck and the Role Area Time Allocation
Worksheet. Leadership scores gathered with the PILO were
analyzed to test all hypotheses using dependent t tests.
The findings of this study concluded that all role
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expectations were higher than role perceptions, and
elementary principals spend significantly more time in
Administration and Office Management role areas than they
feel these areas warrant (Marmion, 1978).
Long (1979) in his investigation of the relationship
between the executive professional leadership (EPL) of
elementary school principals, as perceived by elementary
school teachers and the pupil control ideology (PCI) of
elementary school teachers and principals used the
Executive Professional Leadership Scale, developed by
Gross and Herriott during their National Principalship
Study, to measure the efforts of elementary principals to
improve the quality of their teachers’ performance.
Three major hypotheses guided the inquiry. The
Pearson Product—Moment Correlation technique was employed
in testing the three hypotheses. T tests were used to
compare mean scores on the primary variables by sex, age,
position, and experience of respondents. The probability
of making a Type I error was set at the .05 level of
significance.
It was concluded that teachers who believed their
principals to be relatively more effective leaders held
more humanistic views in regard to pupil control than did
those respondents who assigned low EPL ratings to
principals (Berry, 1984).
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Berry (1984) investigated the perceived leadership
behavior of principals in selected California public
elementary schools with a high Hispanic student
population. Two groups of schools were selected for
comparison: Those with high scores on the sixth grade
California Assessment Program Test of Reading Achievement,
and those with low scores on the same test. The
instrument used was the Leader Behavior Description
Questionnaire. The data were processed using multivariate
analysis of variance.
Findings indicated low achieving school principals
appear to represent their faculties more often, indicating
their staffs have less concern and accountability, have
the ability to tolerate uncertainty, use persuasion more
effectively, and exhibit strong convictions, work less
with faculty on instructional improvement and are more
concerned, with faculty well—being and personal needs
(Berry, 1984).
Guagulwong (1981) tried to determine if a
relationship does exist between the leadership styles of
the principals, the maturity levels and the job
satisfaction of the elementary teachers, and to test the
Situational Leadership Theory to determine if the linkage
between the leadership styles and the maturity levels is
important. The method included the collection of the data
by means of the LEAD, the Maturity Scale (Self-rating
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Form), and JDI Questionnaires. Over 151 teachers from the
seven selected elementary schools participated in this
study. Statistical analysis was accomplished by means of
the Mann-Whitney U-Test and the Spearman’s Rank Order
Correlation Coefficient. Leadership styles and the
maturity levels, the leadership styles and the job
satisfaction, the maturity levels and job satisfaction
were not shown to be significantly related. The results
indicate the general lack of support for the basic
hypothesis and principal’s leadership behavior does not
contribute to and is not influenced by the maturity levels
of school teachers. Also, neither the skills, motivation
and experience of the teachers, nor the behavioral
characteristics of the principals seem to have an impact
upon the teachers’ job satisfaction (Guagulwong, 1981).
Leonard (1981) explored the relationships among
organizational climate, self—reported and teacher-perceived
styles of leadership of principals. Data were collected
from 118 teachers and 6 principals from 11 elementary
schools. The Organizational Climate Description
Questionnaire was used to determine openness of
organizational climate of each school. The Styles of
Leadership Survey and the Perceived Styles of Leadership
Survey were used to determine leadership styles and
teachers’ perception of principals’ leadership styles.
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It was concluded that differences between self—
reported and teacher—perceived leadership styles existed.
Little argument existed between principals’ self—reported
leadership styles and organizational climate, but
agreement did exist between teachers’ perception of
principals’ leadership and organizational climate
(Leonard, 1982).
Owens (1983) assessed the South Carolina Public
School principals’, teachers’, and central administrators’
perceptions of the constraints on principal instructional
leadership performance. Data for the study were collected
by means of a questionnaire. The sample population
consisted of 180 principals, 180 teachers, and 180 central
administrators in South Carolina.
Principals agreed strongly that their leadership
efforts were inhibited by items listed in the categories
of Autonomy/Power, Paperwork, and system/organizational
Factors. Teachers and central administrators agreed
strongly that principals’ instructional leadership efforts
were inhibited by items listed in the categories of Role
Expectations and Behavior Attitudes and Expectations of
others, and Preparation/Training/Certification. Teachers
agreed strongly (as did principals) that too much
paperwork and the lack of autonomy and power were barriers
to principals’ instructional leadership efforts (Owens,
1984).
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Madiste (1983) studied the effects of the variables
sex, age, and geographical location on the management
styles of black public school administrators. The general
hypothesis was that there was no significant difference in
the management styles of black public school administrators
as determined by the three variables.
Respondents were administered the Leadership Behavior
Description Questionnaire, which was designed to measure
“initating” and “considering” styles of management.
Using a three—way analysis of variance, the data were
analyzed and the major findings included the following:
1. Sex, age, and geographical location were not
significant in the management styles of
black public school administrators as
related to “initiating—oriented” managers.
Location does significantly influence
management styles when observed within the
framework of a total perspective.
2. Age and location significantly influence
management styles of black public school
administrators in reference to “considering—
oriented” managers.
3. Sex, age, and geographical location do not
significantly influence the management
styles of black public school administrators
regardless of their orientation. (Modiste,
1984, p. 41A)
The literature that has been presented will have a
significant impact on this study because of the amount of
research available concerning compensatory education and
its delivery to all grade levels from preschool through
college. The research available on leadership styles and
compensatory education are significant. Both will serve
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as a means of focusing attention on that which has been
studied and how it will relate to the researchers study.
Much information is available on practically every grade
level as individual entities, but there is no entity that
focuses on grades 1, 2, and 3 with the kind of sample
population that the researcher will utilize.
There are several studies available related to
traditional leadership styles and organizational climates,
but there is no focus on the three leadership styles that
the researcher has used from recent research. And while
there is adequate research regarding students in a
particular classroom setting or climate, there is no
research available that has examined models of
instruction, leadership styles, and teacher attitudes with
a focus on student achievement.
The researcher would like to fill that void that does
not appear in any of the literature examined. The
findings of the researcher should give near and worthwhile
information to the classroom teacher, but more
significantly the school administrator who must bear the
responsibility of giving leadership for instruction
whether it is in the local school or in the school system.
The improvement of instruction and the manner in
which it is delivered becomes more important as the push
for accountability and excellence continues to be key
phrases for upgrading the quality of education. The
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impact of teacher attitudes and leadership styles, as they
relate to student achievement, should yield information
that will indicate whether teachers and/or administrators
have been moving in the direction needed to upgrade
compensatory education (Chapter I) in the schools.
Chapter 3
Methodology
A selected sampling of 30 elementary schools of the
Atlanta Public School System served as the target
- population for this study. Area I of the Atlanta Public
Schools includes 30 elementary schools along with 3 middle
schools, 7 high schools, and 2 special schools. In a
1982—83 proposal that was approved by the Georgia State
Department of Education, there were 52,869 students from
low—income familes in the Atlanta School System——9,327 of
those students were first, second, and third graders——937
of those students were enrolled in Area I of the Atlanta
schools. It is from this 937 students who represent
better than 10% of the population of those grade levels
that the author gathered information. Within this
population, there is a demographic compatability with
practically every socioeconomic level represented in the
Atlanta Public School System; which, in the opinion of the
researcher, makes this a representative population
sampling.
The researcher collected and examined average gain
scores of children in grades 1, 2, and 3 between 1981 and
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1984, using the results of the California Achievement Test
scores. The gain scores of the first two years that the
test was administered to these three grades (1982—83) was
compared with gain scores of 1984—85 to determine if there
is a significance between gain scores after methods of
instruction will have been altered for improvement. An
attitude survey designed by the researcher with expert
assistance was distributed, along with the Minnesota
Teacher Attitude Inventory, to teachers who have been
involved in the instruction, monitoring, and delivery of
information in all phases of the Chapter I Program of
Compensatory Education. Qualified Judgement of the three
leadership styles developed by Hall, Hord, Huling, and
Rutherford (1985) and the instrument by Dean Charles Ruch
of Virginia Commonwealth University was utilized for
principals to determine their leadership styles. Gain
scores of the 1982—83 first, second, and third grades
served as the control group compared with gain scores of
the 1984—85 first, second, and third grades which were the
experimental group. The results of this information
served as a means of describing and verifying the findings
of the researcher. The methodology was normative survey
utilizing appropriate statistical techniques to analyze
data gathered.
Conclusion
The research examined has covered many aspects of
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compensatory programs that have been offered since the
enactment of the Civil Rights Act of 1965. While most of
the programs have been funded and implemented through
Title I of the Elementary and Secondary Act of 1965, its
beginning is associated more with the Civil Rights Act.
The research has encompassed several phases of
education but has seemingly offered more to the early
childhood stages of development. This can be understood
when the problem is attacked through a disadvantaged
perspective. The examination of literature from
preschool, kindergarten, primary grades, intermediate
grades, secondary level, high—risk college level programs,
community and other related programs varies little in the
findings from scores when they are compared with those of
other students who take standardized tests. Oddly enough,
differences are found when either gains are measured
through academic achievement, or climate and other like
variables are brought into focus. Many of the researchers
suggested further research of the topics. This indicated
that, while there is an abundance of research on
compensatory education as it relates to the deprived and!
or disadvantaged, the great majority of that literature
has .been over a short period of time with results
collected over a shorter period of time.
It is the opinion of the writer that the literature
and research available have placed major emphasis on
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short—term gains. Short—term gains cannot yield the
needed results of improvement except for long—term
evaluation purposes. All indications are that the
deprived and/or disadvantaged problems relative to
education and achievement are the result of long standing
practices and deprivations; if such is the case, the
results should reflect more long—term results.
The past research should serve as a great source for
improvement for the future of delivering that which is
needed to bridge the gap between those who have gained and
those who have not due to circumstances beyond their
control.
The focus on leadership styles that enhance change
should serve as an added contribution to available
research for the purpose of improving achievement among
students and the effectiveness of schools.
Chapter 4
Findings
The purpose of this study was to focus attention on
academic achievement in reading and mathematics of
students in grades 1 through 3 who had been identified. as
underachievers and who had compensatory instruction in the
basic skills. The research was focused on grades 1
through 3 in Area I of the Atlanta Public Schools. The
key variables involved were achievement, Chapter I models
of instruction, leadership styles of principals, and
teacher attitudes.
The measure of academic achievement used in this
study was the scores made by pupils on the reading and
mathematics portions of the California Achievement Tests
(CAT), Form C. The CAT has been administered to Atlanta
Public School pupils since the 1979—80 school year. The
score used to evaluate the progress of Chapter I pupils is
the Normal Curve Equivalent (NCE). The NCE is a score
ranging from 0 to 99 which indicates a pupil’s relative
ranking based on national results. It differs from the
percentile score in that the NCE is normally distributed
and is based on an equal interval scale.
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The Chapter I models of instruction are the In—Class
and Pull—Out models. The In-Class model is a method of
instruction in the compensatory program that utilizes the
Chapter I teacher in the classroom with the regular
classroom teacher as a means of providing instruction for
students designated for compensatory instruction. The
Pull—Out model allows chapter I teachers to schedule
eligible students to their classrooms located outside of
the regular classroom for necessary instruction.
The leadership styles of principals used in this
study were determined by Hall, Rutherford, Hord, and
Huling (1984) from research which identified the kinds of
behavior that principals can and should exhibit on a
day-to-day basis to bring about improvements in their
schools. The three styles that will be referred to are
Responder, Manager, and Initiator. The Responder accepts
district goals as school goals. The Manager accepts
district goals but makes adjustments at the school level
to accommodate particular needs of the school. The
Initiator respects district goals but insists on goals for
his/her school that give priority to the school’s student
needs. The determination of each of these styles was made
through qualified judgement as approved by the
researcher ‘s committee.
The measure of teacher attitudes used in this study
was the scores made by teachers on the Minnessota Teacher
Attitude Inventory, along with a 10—item questionnaire
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which was administered to 275 classroom and Chapter I
teachers who taught the first, second, and third grade
Chapter I students enrolled.
Hypotheses
H01: There will be no significant difference
between the California Achievement Test NCE gains of
Chapter I students in the school year from 1981—82 to
1984—85.
There will be no significant difference
between the California Achievement Test NCE gains of
Chapter I students enrolled in the “Pull—Out” model and
those in the “In—Class” model.
H03: There will be no significant difference
between the 1984—85 NCE gains of Chapter I students
attending schools with principals because of their
leadership study.
H04: There will be no significant relationship
between the attitudes of teachers as determined by scores
attained on the Minnesota Teacher Attitude Inventory and
the 1984—85 NCE gains made by Chapter I students.
H05: There will be no significant difference
between teacher scores on the Minnesota Teacher Attitude
Inventory and the three different principal leadership
styles.
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Tables 1 and 2 present the longitudinal reading and
mathematics achievement data for the Area I first, second,
and third grade Chapter I students for each of the school
years from 1981—82 to 1984—85. The various statistics,
the number of participants (N), mean (M), and standard
deviation (SD) are shown by each Chapter I model for each
grade. These statistics were computed on a matched
basis. That is, in order for a student to be included in
this analysis for any given school year, this student had
to have had CAT scores for the year under consideration as
well as for the previous year.
Table 3 gives information pertaining to the testing
of Hypothesis 1. Given in this table are the number of
participants mean NCE gain, and the standard deviation of
the gains made by Chapter I students for the school years
from 1981—82 to 1984—85. The purpose of Hypothesis 1 is
to test for possible statistical differences between the
gains shown for those four years. The results obtained
and presented in Table 3 indicate that this hypothesis was
rejected beyond the .01 level of significance for both
reading and mathematics. In reading, the highest gain
(8.3 in NCE) occurred during the 1984—85 school year,
while the lowest gain (5.2 points in NCE) occurred during
the 1982—83 school year. In mathematics, the highest gain
(12.8 points in NCE) occurred during the 1984—85 school
year, while the lowest gain (8.1 in NCE) occurred during
the 1982—83 school year.
Table 1
Chapter I Reading ~E Gains by Program ~de1 for ~ch Year by Grade
Grade 1981 1982 Gain 1982 1983 Gain 1983 1984 Gain 1984 1985 Gain
Pull—Out
1 N~ber 124 124 205 205 516 516 520 520
Mean 25.1 50.6 25.5 43.3 49.5 6.2 43.9 51.7 7.8 45.1 54.1 9.0
Standard Deviation 14.6 14.9 18.7 19.6 13.6 20.4 17.6 17.8 20.9 19.8 17.4 23.3
2 I~~nber 192 192 146 146 224 224 218 218
Mean 35.0 41.3 6.3 39.4 46.5 7.1 38.7 47.1 8.4 40.3 50.2 9.9
Standard Deviation 12.0 15.7 16.1 12.6 15.1 18.3 12.6 14.7 17.7 13.7 16.7 21.6
3 N.iu~er 379 379 141 141 289 289 215 215
Mean 32.7 35.2 2.5 37.8 42.5 4.7 39.2 41.6 2.4 38.5 44.3 5.8
Standard Deviation 12.4 14.3 14.0 11.1 18.3 18.2 11.9 12.9 13.0 13.3 15.3 21.5
1—3 Nun~er 695 695 492 492 1029 1029 953 953
Mean 32.0 29.6 7.6 40.6 46.6 6.0 41.5 47.8 6.3 42.5 51.0 8.5
Starx~ard Deviation 13.1 15.9 17.7 15.8 15.8 19.2 15.4 16.4 18.5 17.4 17.3 21.5
In—cLass
1 ?.4~nber 245 245 8 8 8 8
Mean 44.9 53.5 8.6 42.1 39.0 —3.1 61.6 60.4 —1.2
Standard Deviation 21.3 19.3 24.5 18.0 14.9 23.0 17.9 17.9 27.9
(table continues)
Q~ade 1981 1982 chin 1982 1983 chin 1983 1984 chin 1984 1985 ~in
2 N.miber 167 167 4 4 6 6
Mean 41.4 44.0 2.6 36.5 41.5 5.0 43.7 42.3 —1.4
Standard t~vjatjon 15.8 15.6 20.8 11.8 13.5 5.5 16.1 19.4 23.4
3 Nuniber 154 154 16 16 6 6
Mean 38.3 38.5 0.2 32.2 42.1 9.9 29.0 35.0 —6.0
Standard t~viatjon 14.0 13.5 14.7 14.1 11.2 8.9 4.9 4.8 8.1
1—3 N~unber 566 566 28 28 20 20
Mean 42.1 46.6 4.5 35.6 41.1 5.5 46.5 47.4 0.9
Standard 1~viation 18.2 18.0 21.4 15.1 12.2 14.8 19.7 18.7 21.5
Total Nuither 695 695 1058 1058 1057 1057 973 973
Mean 32.0 29.6 7.6 41.4 46.6 5.2 41.3 47.7 6.4 42.6 50.9 8.3
Standard t~viaticti 13.1 15.9 17.7 17.1 15.8 20.4 15.4 16.4 18.4 17.5 17.3 21.5
Ui
Table 2
chapter I Mathematics NCE Gains by Program I~bdel for F~ch Year by Grade
Grade 1981 1982 Gain 1982 1983 Gain 1983 1984 Gain 1984 1985 Gain
Pull—Out
1 N~utber 115 115 183 183 446 446 395 395
Mean 28.9 59.6 30.7 46.5 56.1 9.6 48.7 60.8 12.1 47.9 63.9 16.0
Standard t~viation 16.8 20.1 20.8 22.0 17.0 21.2 21.1 21.3 26.1 21.7 21.0 25.1
2 Nuither 168 168 155 155 203 203 166 166
Mean 36.0 49.8 13.8 43.6 52.8 9.2 45.0 58.1 13.1 46.5 56.4 9.9
Standard t~viaticri 14.5 16.9 17.5 13.9 17.1 17.8 14.4 19.0 20.9 16.3 17.8 21.2
3 Niuiber 375 375 144 144 350 350 185 185
Mean 35.8 41.8 6.0 40.6 47.6 7.0 43.0 52.2 9.2 40.3 49.6 9.3
Standard t~viation 12.6 16.8 14.9 13.2 19.8 20.7 12.5 16.6 17.6 14.4 16.6 19.0
1—3 rsxun~ber 658 658 482 482 999 999 746 746
Mean 34.6 47.0 12.4 43.8 52.5 8.7 46.0 57.2 11.3 45.7 58.7 13.0
Standard Deviaticn 14.2 18.7 19.1 17.4 18.2 20.0 17.4 19.7 22.4 19.2 20.2 23.1
In—class
1 Nimber 237 237 14 14 4 4
Mean 48.3 60.5 12.2 63.9 54.8 —9.1 56.8 76.5 19.7
Standard t~viation 24.1 20.2 28.2 25.7 15.9 23.2 10.8 5.2 14.4
(table ccntinues)
~ade 1981 1982 (bin 1982 1983 ~in 1983 1984 ~in 1984 1985 (~in
2 ~uber 158 158 4 4 6 6
Mean 46.5 52.2 5.7 45.0 44.8 —0.2 45.3 49.8 4.5
Standard I~viation 19.1 16.9 22.6 25.7 28.4 25.4 15.9 22.5 22.7
3 Number 160 160 12 12 6 6
Mean 42.3 44.8 2.5 47.2 50.2 3.0 35.0 37.0 2.0
Standard t~viation 15.3 16.5 15.4 7.8 14.3 8.9 12.7 19.5 17.9
1—3 N.iuiber 555 555 30 30 16 16
Mean 46.1 53.6 7.5 54.7 51.6 —3.1 44.3 51.7 7.4
Standard ]~viation 20.6 19.4 23.8 19.9 16.9 19.3 15.4 23.5 19.4
Total Number 658 658 1037 1037 1029 1029 762 762
Mean 34.6 47.0 12.4 45.0 53.1 8.1 46.2 57.1 10.9 45.7 58.5 12.8
Standard teviation 14.2 18.7 19.1 19.2 18.2 22.1 17.5 19.6 22.5 19.1 20.3 23.0
0
Table3
Coliteriscrk of Chapter I Reading and Mathenatics Gains by Year from 1981-82 to 1984-85
Reading Gain Mathematics Gain
School Year N~uber ~an Standard t~viation Number ~an Standard ]~viation
1981—82 695 7.7 17.7 658 12.3 19.1
1982—83 1059 5.2 20.4 1037 8.1 22.1
1983—84 1057 6.4 18.4 1029 10.9 22.5
1984—85 973 8.3 21.5 762 12.8 23.0
l½nalysis of Variance
Source df Sum of Squares ~an Squares F-1~tio F-Probability
Reading
Between Groups 3 5,558.3 1,852.8 4.78 .0025
Within Groups 3~0 1,463,861.4 387.3
(table continues)
kialysis of Variance
Source df Sum of Squares Mean Squares F-1~tio F-Probability
Mathematics
Between Groups 3 12,357.7 4,119.2 8.61 .0000
Within Groups 3482 1,666,778.0 478.7
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Further analysis of the reading gains for the four
school years appear to indicate that the mean NCE gain of
5.2 made by Chapter I participants during 1982—83 was, to
the .05 level, significantly lower than the mean NCE gain
of 7.6 of the previous year. The mean gain in reading for
the 1983—84 school year was 6.4. This gain was statisti
cally equal to that of the previous year (5.2), but the
mean gain of 8.3 made by Chapter I participants during the
1984—85 school year was a statistically significant
improvement from that of the 1982—83 school year.
In mathematics, the mean NCE gain for the 1981-82
school year was 12.3. The mean NCE gain of 8.1
represented, to the .05 level, a statistically significant
drop, but the gains for the two succeeding years increased
significantly.
Table 4 provides information pertaining to the test
of Hypothesis 2. The 1982—83 school year is the one under
consideration since, as can be seen from Tables 1 and 2,
this is the only year which has a number of participants
sufficiently high to permit a valid statistical comparison
between the two models. For each of the Chapter I program
models, the number of participants, the mean NCE, and the
corresponding standard deviation are given for the 1982
and 1983 NCE’s as well as for the NCE gain between the
1982 and 1983 school years.
An Analysis of Variance (ANOVA) was performed to
compare the gains made by pupils in the Chapter I
~b1e 4
Co1r~parison of L~ Gains Between “Chapter I” Students Participating in In-Class and Pull-Out r1bdels
Reading ~thematics
MDdel ?S&miber 1982 1983 Gain t~miber 1982 1983 Gain
Pull—Out 492 40.6 46.6 6.0 482 43.8 52.5 8.7
In—Class 566 42.1 46.6 4.5 555 46.1 53.6 7.5
I~nalysis of Variance
Source df Sum of Sluare ~an Squares F-Ratio !-Pro~abi1ity
Reading
Between Groups 1 563.3 563.3 1.3530 0.2450
Within Groups 1057 440,067.9 416.3
Mathematics
Between Groups 1 379.5 379.5 .7748 .3789
Within Groups 1035 506,960.0 489.8
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“Pull—Out” model and those enrolled in the “In—Class”
model. Table 4 also gives the results of the comparison
performed by the ANOVA. The mean reading gains, as
indicated in Table 4, were 6.0 and 4.5 for the “Pull—Out”
and “In—Class” models respectively. An F—Ratio of 1.353
was obtained. This value was not significant to the .05
level. Thus, Hypothesis 2, there will be no significant
difference between the California Achievement Test NCE
gains of Chapter I students in the school year from
1981—82 to 1984—85, was not rejected and there is no
statistical difference between the mean gains in reading
made by Chapter I pupils enrolled in the two program
models. A similar situation occurred in mathematics where
mean NCE gains of 8.7 and 7.5 were compared. The F—ratio
of 0.7748 was not significant to the .05 level, thus
Hypothesis 2, as it pertains to mathematics scores, was
not rejected.
H03: There will be no significant difference
between the 1984-85 NCE gains of Chapter I students
attending schools with principals because of their
leadership study.
Table 5 provides information pertaining to the
testing of Hypothesis 3. The statistics in this table are
compiled separately for pupils of principals with each of
the three leadership styles under consideration. Also,
shown in Table 5 are the results of the ANOVA which was
Thble5
ODn~rison of ~E Gains Between Giapter I Students Grouped ?~ccording to the Leadership Style of Their
Principal
Reading Mathematics
Leadership Style Number 1984 1985 Gain Number 1984 1985 Gain
Manager 405 41.1 52.3 11.2 321 43.1 58.0 14.9
Respcrider 268 43.4 48.5 5.1 209 48.4 56.5 8.1
Initiator 300 43.9 51.2 7.3 232 46.8 61.1 14.3
1~na1ysis of Variance
Source df Sum of Square ~an Squares F-1~tio !-Prob~i1ity
Reading
Between Groups 2 6,458.1 3,229.1 7.0681 .0009
Within Groups 970 443,143.0 456.8
Mathematics
Between Groups 2 6,605.8 3,302.9 .634 .0019
Within Groups 759 395,356.0 520.9
0~i
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performed to determined if there were any significant
differences in the 1984—85 achievement gains between the
three groups of pupils, each being exposed to a different
leadership style.
The F—Probabilities indicate that Hypothesis 3 was
significant for both reading and mathematics. The level
of significance was beyond .05 and also beyond .01 level.
An examination of the mean NCE gains indicates that the
larger gains were made by Chapter I students serving under
principals who were judged to be of the “Manager”
leadership style. This was true for both reading and
mathematics. Further analysis indicated that, in regard
to gains in reading, the leadership style classified as
“Manager” was superior to each of the two other types of
leadership styles. In mathematics, the “Manager”
leadership style was equally effective as that leadership
style classified as “Initiator.” Each of these two types
of leadership styles was superior, in regard to
mathematics NCE gains, to the other leadership style
classified as “Responder.”
Tables 6 and 7 give information pertaining to the
Minnesota Teacher Attitude Inventory (MTAI). Table 6
lists mean scores by schools and lists the number of
participants involved in teaching first, second, and third
grade Chapter I students. Both tables give information
pertaining to Null Hypotheses 4 and 5.
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Table 6
MTAI Attitude Scores——Percentile by School
School Mean Standard Deviation Cases
1 —8.6667 30.0056 3
2 .6667 30.3227 6
3 —15.2000 30.5565 5
4 —10.6667 31.6143
5 3.3000 32.6158 10
6 —21 .0000 18.7483 5
7 10.5000 29.6929 4
8 —20.9000 31.3385 10
9 .5714 47.3880 7
10 —12.0000 30.2600 7
11 —12.8000 36.4993 5
12 —31.8333 30.3211 6
13 33.6000 39.8284 5
14 —17.8333 39.2450 6
15 7.6000 44.6912 5
16 —16.6667 37.4477 3
17 —24.4286 19.4238 7
18 —35.0000 25.1098 5
19 —6.8182 31.2820 11
20 —28.0000 21.7562 7
21 —7.1000 22.6738 10
22 —18.7500 28.4001 12
23 —15.8182 28.6560 11
24 —6.0000 9.6264 4
25 —3.0000 21.9089 5
26 6.0000 12.7122 6
27 —5.0000 28.2843 2
28 —10.0000 17.9072 4
29 —22.6364 30.2201 11
30 —11.6364 26.0587 11




School Mean Standard Deviation Cases
1 8.6667 10.0167 3
2 12.6667 10.6145 6
3 7.4000 7.9561 5
4 9.5000 10.3489 6
5 14.6000 10.5114 10
6 4.4000 3.7148 5
7 15.0000 9.1287 4
8 7.4000 8.5401 10
9 18.8571 26.0220 7
10 9.0000 8.5245 7
11 10.2000 11.5195 5
12 3.8333 3.6009 6
13 34.0000 28.5920 5
14 8.6667 10.9666 6
15 21.2000 28.1904 5
16 8.6667 10.0167 3
17 4.5714 3.0472 7
18 4.4000 3.7148 5
19 11.9091 17.1491 11
20 4.7143 4.0297 7
21 9.5000 7.2457 10
22 7.0000 6.8490 12
23 7.1818 7.1529 11
24 8.7500 2.5000 4
25 10.0000 6.1237 5
26 12.5000 6.1237 6
27 12.5000 10.6066 2
28 7.5000 2.8868 4
29 6.2727 7.0440 11
30 8.4545 11.0305 11
Total 9.9196 12.0380 199
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In Table 6 are attitude mean scores of each of the 30
elementary schools. The MTAI was taken by 201 teachers.
Two of those scores were rejected because teachers failed
to identify the grade taught. There are no “right” or
“wrong” answers with MTAI. There is, rather, agreement or
disagreement with specific attitude statements. In order
to avoid a change in the accepted terminology, however,
the scoring keys were given the commonly used “rights” and
“wrongs” label; no implication of correctness or
incorrectness of answers is intended.
The possible range of scores on the MTAI is from +150
to —150. Each response scored “right” had a value of +1,
and each response scored “wrong” had a value of —1. The
“wrongs” score was subtracted from the “rights” score to
obtain the attitude score.
Construction and Validation of MTAI, Form A
In the selection of the 150 items for Form A, the
published form of the Inventory, six factors were
considered: (a) the discriminating power of the item, (b)
the extent to which item responses are influenced by
professional education courses, (c) the extent to which
item responses are influenced by teaching experience, (d)
the extent to which the content of the item duplicates
that of another item, (e) the clearness of the statement,
and (f) the consistency of the response patterns of the
superior and inferior teachers.
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Of the 150 items in Form A, 129 were taken from Form
X—164 which had already been validated, giving a validity
coefficient of .60 when correlated with three outside
criteria of teacher—pupil rapport. The other 21 items
were taken from Form X—239.
At the time the 150 items were selected, three
measures of discriminating power were available for each
of the items in Form X—164, and two measures were
available for all items in Form X—239. These measures
were: (a) chi—square, indicating the power of each item to
discriminate between the original 100 superior and 100
inferior teachers, (b) the significance of the difference
between the per cent of responses of the superior and
inferior teachers for each of the five categories of each
item, and (c) for those items in Form X—164, an internal
consistency measure of discrimination based on the upper
and lower 20% of the random group of 4—6 grade teachers.
All of these measures were considered. One hundred thirty
of the items have at least two response categories (SA, A,
U, D, and SD) for which the difference in percentage of
responses of the two criterion groups was significant at
the 5% level. The other 20 items have at least one
response category for which the difference was significant
at the 5% level.
As a further check on validity, and using the items
in final form, two studies were undertaken. The first one
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was in South Carolina in 1951 (Greenville, Spartanburg and
Anderson), the second in Missouri in 1951 (Mexico,
Boonville, Fulton, and Jefferson City). The original
validation study in 1946 had been in the schools of
northwestern Pennsylvania and northeastern Ohio. It can
be said that the communities represented in all studies
were industrial and argicultural regions, mercantile areas
and wealthy residential districts. The schools
represented the average in educational philosophy and
practice, neither extremely progressive nor
ultraconservative.
Table 6 represents the mean attitude score of each of
the 30 elementary schools represented in the sample
population.
Table 7 indicates the number of participants in each
school who completed the MTAI. It also lists the number
of participants involved in teaching first, second, and
third grade Chapter I students. The results obtained and
presented in Table 7 indicates that the mean percentile
scores of each of the 30 elementary schools participating
in the survey range from a low of 3.8 to a high of 34.0.
The overall mean percentile for the 201 respondents was
9.9. Most (19) of the schools had a mean attitude score
which was below the 10th percentile, while 9 of the
schools had mean scores between the 10th and 20th
percentile. The remaining two schools had mean percentile
scores of 21.2 and 24.0.
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Further analysis of these percentile scores indicate,
while they are considered low as measured by the MTAI
scale, there is no evidence that these results have
impacted on the achievement gains of Chapter I students in
grades 1, 2, and 3 who are represented in this study. It
also indicates that the Null Hypothesis 4 is accepted.
Table 8 examines the relationship between teacher
attitudes, as measured by the percentile score on MTAI,
and student achievement, as measured by reading and
mathematics NCE scores on the CAT. This relationship is
given in terms of Pearson’s Correlation Coefficient.
Also, given in this table is the probability of occurrence
associated with each Correlation Coefficient. The unit of
analysis was the school. Thus, the computations of each
correlation coefficient involved using the mean
achievement (Reading NCE, Mathematics NCE, Mathematics NCE
gain, or Reading NCE gain) of each of the 30 schools and
the mean teacher attitude score (MTAI) of each of the 30
schools. The magnitude of the probability levels
indicates that there was no significant relationship
between teacher attitudes and any of the measures of
achievement.
~As an added means of examining pertinent issues
involved in this study, the researcher designed a 10—item
questionnaire that directed specific questions to the
teachers involved in the sample population. These
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Table 8




PCT —.0798 .0749 .1075
(30) (30) (30)
Percentile Score
on MTAI .338 .347 .286
Mathematics
PCT .0195 .0153 —.0044
(30) (30) (30)
Percentile Score
on MTAI .459 .468 .491
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questions were designed as a result of consultations with
Chapter I teachers, coordinators, and resource teachers.
They were field tested and approved by the researchers
committee. The items were a continuation of the MTAI but
had separate instructions with the same answering scheme
(SA, A, U, D, SD)——Strongly Agree, Agree, Undecided,
Disagree, Strongly Disagree. Each item has been analyzed
and recorded in the 10 tables listed. They have been
divided with responses from teachers of Chapter I students
who are first, second, and third grade teachers, and
Chapter I teachers who are specialists. The first,
second, and third grade teachers are listed as regular,
and the Chapter I specialists are listed as Chapter I (see
Figure 1).
Question 6, “Children can achieve best when teachers
work together as a team to fulfill pupil needs,” generated
the highest percentage (87.2) of responses that indicate
teachers agree with the statement. The next highest
percentage (86.7) of teachers agreeing coincide with the
statement, “The leadership of the school supports the
compensatory programs.” Chapter I teachers were 95.8% in
agreement as opposed to 85.2% of the regular teachers.
There were 84% agreeing that “The leadership of the
principal helps our students to achieve,” and a total of
78.2% of all teachers agree that “Teacher aides are
helpful in the classroom setting.” Chapter I teachers
Regular Teacher Chapter I Teacher Total
Number % Number % Number %
1. Teaching Chapter I students never gets monotonous
Strongly Agree 5 3.1 5 15.2 10 5.1
Agree 50 30.7 10 30.3 60 30.6
Undecided 49 30.1 5 15.2 54 27.6
Disagree 53 32.5 12 36.4 65 33.2
Strongly Disagree 6 3.7 1 3.0 7 3.6
Total of Teachers 163 33 196
2. The Pull—Out Model is the best method of instruction
for Chapter I students
Strongly Agree 25 15.3 15 45.5 40 20.4
Agree 64 39.3 10 30.3 74 37.8
Undecided 37 22.7 6 18.2 43 21.9
Disagree 28 17.2 2 6.1 30 15.3
Strongly Disagree 9 5.5 0 0.0 9 4.6
Total of Teachers 163 33 196
3. The in—class model is the best method of instruction
for Chapter I students
Strongly Agree 10 6.1 0 0.0 10 5.1
Agree 30 18.4 1 3.0 31 15.8
Undecided 42 25.8 8 24.2 50 25.5
Disagree 61 37.4 14 42.4 75 38.3
Strongly Disagree 20 12.3 10 30.3 30 15.3
Total of Teachers 163 33 196
4. Children can achieve best when they are taught by one teacher
Strongly Agree 15 9.1 0 0.0 15 7.6
Agree 29 17.7 6 18.2 35 17.8
(Figures 1 continues)
Regular Teacher Chapter I Teacher Total
Number Number Number %
Undecided 40 24.4 7 21.2 47 23.9
Disagree 71 43.3 15 45.5 86 43.7
Strongly Disagree 9 5.5 5 15.2 14 7.1
Total of Teachers 164 33 197
5. Every pupil in the first, second, or third grade
should have first, second, or third grade
reading ability
Strongly Agree 29 17.7 4 12.1 33 16.8
Agree 57 34.8 14 42.4 71 36.0
Undecided 19 11.6 3 9.1 22 11.2
Disagree 43 26.2 7 21.2 50 25.4
Strongly Disagree 16 9.8 5 15.2 21 10.7
Total of Teachers 164 33 197
6. Children can achieve best when teachers work
as a team to fulfill pupil needs
Strongly Agree 64 39.3 19 57.6 83 42.3
Agree 78 47.9 10 30.3 88 44.9
Undecided 11 6.3 3 9.1 14 7.1
Disagree 9 5.5 0 0.0 9 4.6
Strongly Disagree 1 0.6 1 3.0 2 1.0
Total of Teachers 163 33 196
7. Most compensatory pupils are resourceful
when left one their own
Strongly Agree 10 6.2 1 3.0 11 5.6
Agree 28 17.3 9 27.3 37 19.0
Undecided 45 27.8 8 24.2 53 27.2
(Figures 1 continues)
Regular Teacher Chapter I Teacher Total
Number Number Number %
Disagree 62 38.3 12 36.4 74 37.9
Strongly Disagree 17 10.5 3 9.1 20 10.3
Total of Teachers 162 33 195
8. The leadership of the principal helps our students to achieve
Strongly Agree 66 40.2 13 39.4 79 40.1
Agree 71 43.3 16 48.5 87 44.2
Undecided 13 7.9 2 6.1 15 7.6
Disagree 14 8.5 2 6.1 16 8.1
Strongly Disagree 0 0.0 0 0.0 0 0.0
Total of Teachers 164 33 197
9. The leadership of the school supports the compensatory program
Strongly Agree 51 31.5 10 30.3 61 31.3
Agree 87 53.7 21 65.5 108 55.4
Undecided 15 9.3 1 3.0 16 8.2
Disagree 5 3.1 0 0.0 5 2.6
Strongly Disagree 4 2.5 1 3.0 5 2.6
Total of Teachers 162 33 195
10. Teacher aides are helpful in the classroom setting
Strongly Agree 56 34.1 15 45.5 71 36.0
Agree 67 40.9 17 51.5 84 42.6
Undecided 36 22.0 1 3.0 37 18.8
Disagree 4 2.4 0 0.0 4 2.0
Strongly Disagree 1 10.6 0 0.0 1 0.5
Total of Teachers 164 33 197
-J
a,
Figure 1. Response of regular and Chapter I teachers to additional questions.
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were 97.0% in agreement with the same statement. A
majority (58.2%) of all teachers agree that, “The Pull—Out
model is the best method of instruction for Chapter I
students.” Chapter I teachers were 75.8% in favor as
compared to 54.6% of the regular teachers. The opposing
statement, “The In—Class model is the best method of
instruction for Chapter I students,” had a disagreeing
percentage of 53.6 with Chapter I teachers registering
72.7% disagreement. All teachers agree by 52.8% that,
“Every pupil in the first, second, or third grade should
have first, second, or third grade reading ability,” but
disagree by 50.8% that, “Children can achieve best when
they are taught by one teacher.” There is disagreement of
teachers that, “Most compensatory pupils are resourceful
when left on their own,” by 48.2% of all teachers
examined. Teachers are divided on the statement that,
“Teaching Chapter I students never gets monotonous,” with
35.7% who agree and 36.8% who disagree, and 27.0%
undecided.
Table 9 provides information pertaining to the
testing of Hypothesis 5. J~n Analysis of Variance (ANOVA)
was performed to compare teacher attitude percentile
scores as measured by the Minnesota Teacher Attitude
Inventory (MTAI) and the three designated leadership
styles. Manager, Responder, and Initiator. The table
gives the results of the comparison performed by ANOVA.
~ble 9
Compariscn of MPAI Percentile Scores 1’~incxzg the Three Different Leadership Styles
Group Teachers Mean Standard t~viation Standard Error Minimum Maximum
Manager 97 8.2062 11.6699 1.1849 1.0000 75.000
Responder 50 11.1400 13 .2727 1.8770 1.000 80.000
Initiator 54 12.3333 11.6894 1.5907 1.000 70.000
‘ibtal 201 10.0448 12.1693 .8584 1.000 80.000
kialysis of ~riance
Source df Sum of &juares Mean Sluares F-1~tio F-Probability
Between Groups 2 670.7007 335.3504 2.2938 .1036




The number of teachers grouped in the Manager style of
leadership was 97 and the mean (M) of 8.21. The
leadership style Responder had a count of 50 grouped with
a mean (M) of 11.14, and the Initiator style of leadership
had a count of 54 with a mean (M) of 12.33. An F—ratio of
2.29 was obtained from comparisons between groups and
within groups. This value was not significant to the .05
level. Thus, Null Hypothesis 5 was not rejected and there
is no statistical significant difference between teacher
scores on the Minnesota Teacher Attitude Inventory and the
three different principal leadership style.
Summary
In this chapter, the data obtained from the responses
to the questionnaires were presented and analyzed. The
results, Chapter I student achievement scores, were also
described and analyzed. Responses to the questionnaire
and 10—item survey were obtained from the first, second,
third grade, and Chapter I teachers of the 30 elementary
schools of Area I of the Atlanta Public Schools. While
there were 275 questionnaires distributed, the responses
were limited to teachers who had been in the same school
for at least five years. Among the responses were 53
which were not eligible because of the five—year
requirement and the 21 who either did not respond or whose
questionnaires could not be used because of insufficient
information.
82
The Chapter I CAT scores from 1981—1985 were examined
to determine achievement gains of between 658 and 1057
first, second, and third grade students in reading and
mathematics during that period.
The reporting was organized to examine the two models
of instruction and their impact on achievement along with
teacher attitudes, principal leadership styles and their
impact on achievement. Five hypotheses were identified
relative to the subject and each of these was interpreted
relative to the issues. The interpretation of the data
related to each of the hypotheses and non-hypothesis was
presented and discussed with appropriate tables
accompanying each discussion.
Chapter 5
Summary, Conclusions, and Recommendations
The purpose of this study has been to determine the
effectiveness of two instructional models of the Chapter I
Compensatory Education Program with an additional focus on
principals’ leadership styles, teacher attitudes, and
their impact on student achievement. Within this study,
the researcher has examined, statistically, the impact of
the principals’ leadership styles and teacher attitudes on
the effectiveness of these methods.
The information from this study can be used by
administrators in every segment of the school system or
district as a resource for determining the course that
achievement will take in upgrading instruction on the
school and system level. With Compensatory Education
having as its major purpose the improvement of achievement
among students who have been declared educationally
deprived, the findings of this study should serve as a
vital source for information collected from a major sample
population.
Additionally, the information collected and findings
on leadership styles have become an interesting collection
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of data in support of recent studies on effective schools
which had concluded within the past decade, that
leadership, as exhibited by the principal, has contributed
very strongly to the success or failure of the school
he/she heads.
The purpose of this study was to obtain answers for
the research questions and the hypotheses below.
1. What gains in reading and mathematics on the
California Achievement Test have been reflected among Area
I first, second, and third grade students who had
instruction through the use of the “Pull—Out’ model?
2. What gains in reading and mathematics on the
California Achievement Test have been reflected among Area
I first, second, and third grade students who had
instruction through the use of the “In—Class” model?
3. What is the significance of teacher attitudes in
accomplishing achievement results with students in grades
one through three?
4. What is the impact of leadership styles of
principals on achievement of students as measured by the
California Achievement Test?
5. Which model of instruction (Pull—Out or In—Class)
do first, second, and third grade teachers prefer?
6. Do first, second, and third grade teachers prefer
to work alone, or as part of a team in fulfilling a pupils
needs?
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7. What are the attitudes of first, second, and
third grade teachers toward the leadership of the
principal?
8. What are the attitudes of first, second, and
third grade teachers toward Chapter I students?
9. What are the attitudes of first, second, and
third grade teachers toward the use of teacher aids?
Hypotheses
H0l: There will be no significant difference
between the California Achievement Test NCE gains of
Chapter I students in the school years from 1981—82 to
1984—85.
There will be no significant difference
between the California Achievement Test NCE gains of
Chapter I students enrolled in the “Pull—Out” model and
those in the “In—Class” model.
H03: There will be no significant difference
between the 1984—85 NCE gains of Chapter I students
attending schools with principals because of their
leadership styles.
There will be no significant relationship
between the attitudes of teachers as determined by scores
attained on the Minnesota Teacher Attitude Inventory and
the 1984—85 NCE gains made by Chapter I students.
There will be no significant difference
between teacher scores on the Minnesota Teacher Attitude
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Inventory and the three different principal leadership
styles.
The normative survey method utilizing appropriate
statistical techniques to analyze data gathered was used
to carry out this study. The data for the study were
collected from CAT scores of 937 first, second, and third
grade students from low income families enrolled in Area I
of the Atlanta Public Schools who represent better than
10% of the population of those grade levels. Additional
data for the study were collected from returns of the
Minnesota Teacher Attitude Inventory and a 10—item
questionnaire distributed to 275 regular classroom and
Chapter I teachers with five years experience in their
respective schools.
The selected sample for this study was obtained
through the Area I Superintendent of the Atlanta Public
Schools. This selected sampling of 30 elementary schools
in Area I served as the target population for the study.
The leadership style of the principals was determined
through qualified judgement of the Area Superintendent who
utilized research—oriented guidelines to make final
determinations about styles of leadership.
The respondents to all inventories remained anonymous
and were identified only by sex, grade, and school code.
All respondents returning teacher inventories and
questionnaires were female.
87
After materials were distributed and collected, it
was determined that an adequate sample of returns (201
teachers returned inventories and opinionaires), the data
were tabulated, placed in a computer, and appropriate
statistics were computed. The data were then placed in
appropriate tables and were analyzed and interpreted at
the .05 level of confidence where applicable. The primary
statistics that were used to interpret these data were
analyses of variance, item analyses, and Pearsons—
Correlation Coeficient.
Conclusions
From the findings of this study, the following
conclusions are drawn.
1. The gains that have been reflected in reading and
mathematics scores on the California Achievement Test
among first, second, and third grade students in Area I
who had instruction through the use of the Pull-Out model
between the years 1981 and 1985 indicate a mean NCE gain
of 6.0 for reading and a mean NCE gain of 8.7 for
mathematics. The gain scores during this period represent
no statistically significant NCE gains for first, second,
and third grade students during this period.
2. The gains that have been reflected in reading and
mathematics scores on the California Achievement Test
among first, second, and third grade students in Area I
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who had instruction through the use of the In—Class model
between the years 1982 and 1985 indicate a mean NCE gain
of 4.5 for reading and a mean NCE gain of 7.5 for
mathematics. It should be noted that there were no scores
available in 1981 for the In—Class model. The gain scores
during this period represent no statistically significant
NCE gains for the first, second, and third grade students
during this period.
3. The significance of teacher attitudes in
accomplishing achievement results with students in grades
one through three as measured by the Minnesota Teacher
Attitude Inventory, yield no statistically significant
relationship between the attitudes of teachers as
determined by achievement scores.
4. The impact of leadership styles of principals on
achievement of students as measured by the California
Achievement Test was significant for both reading and
mathematics. The Manager style of leadership was
considered the superior style of leadership as measured by
NCE gains on the CAT in reading and mathematics. The
Initiator style of leadership was also a style of
significance as measured by the mathematics CAT gain
scores; however, the Manager and Initiator styles of
leadership were considered the superiors of the leadership
style Responder.
5. The model of instruction (Pull—Out or In—Class)
that first, second, and third grade teachers prefer as
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indicated in the questionnaire is the Pull-Out model.
Regular teachers agree by 54% as opposed to 22% who
disagree, to this model for instruction. Chapter I
teachers agree by 75.8%, as opposed to 6.1% who disagree,
that the Pull—Out model is the best model of instruction
for Chapter I students. As a means of comparison, 24.5%
of the first, second, and third grade teachers agree that
the In—Class model is the best while only 3% of the
Chapter I teachers agree that the In—Class model is the
best model of instruction for Chapter I students.
6. The response to the question, “Do first, second,
and third grade teachers prefer to work alone, or as part
of a team in fulfilling a pupil’s needs?” is contradictory
in its conclusion. When responding to the statement,
“Children can achieve best when they are taught by one
teacher,” only 26.8% of the teachers sampled agreed to
this statement, while 48.8% disagreed with 24.4%
undecided. The implications from this response indicate
that the majority of the teachers in this sample feel that
teachers do not serve the best interest of pupil needs
when working alone. The opposing view indicates that
teachers prefer the Pull—Out model for instruction over
the In—Class model. The Pull-Out model permits the
teacher to work alone with the pupil, and teachers prefer
this model by a 54.6% margin. When responding to the
statement, “Children can achieve best when teachers work
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as a team to fulfill pupil needs,” 87.2% of the teachers
agree with this statement and 87.9% of the Chapter I
teachers agree. There appears to be other implications in
this response and those implications might lead to
additional study and research.
7. The response to the question, “What are the
attitudes of first, second, and third grade teachers
toward the leadership style of the principal?” yielded
positive results. A total of 83.5% of the regular
teachers agree with the statement, “The leadership of
principal helps our students to achieve.” Additionally,
87.9% of the Chapter I teachers agree with the same
statement. The key support of the responses to the
previous statement was exhibited in another item listed in
the same questionnaire, “The leadership of the school
supports the compensatory program.” While 85.2% of the
regular teachers agree in their responses to this
statement, 95.8% of the Chapter I teacher responses were
in the agree column. The overall impact of the responses
implies that by and large, teacher attitudes concerning
the principal in each of the schools examined are
favorable among the first, second, third grade, and
Chapter I teachers from this sample population.
8. To answer the question, “What are the attitudes
of first, second, and third grade teachers toward Chapter
I students?,” requires more study than information gained
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by the researcher. The statements designed to address
that question did not provide the necessary responses for
a valid conclusion. The statement, “Teaching Chapter I
students never gets monotonous,” had 34.8% of the regular
teacher responses that agree, 30.15 undecided, and 36.2%
to disagree. Chapter I teachers’ responses were a little
more conclusive with 45.5% responding to agree, 15.2%
undecided, and 39.4% disagree responses. It is the
‘opinion of the researcher that the responses were so
evenly divided among the respondents sampled that no
conclusive evidence could be gained from this sample that
would indicate an attitude of teachers that would be
considered positive or negative.
9. The question generated as a result of
conversation and consultation with resource Chapter I
specialists and others, “What are the attitude of first,
second, and third grade teachers toward the use of teacher
aides?,” were very positive in responses to the
statement: “Teacher aides are helpful in the classroom
setting.” Regular teachers agree to this statement by a
75% margin and Chapter I teachers agree by a 97% margin.
This is significant in that all regular teachers do not
have.aides, but all Chapter I teachers have them. It is
also significant that there was not a single response
among Chapter I teachers in the disagree columns. The
results give strong support for teacher aides and very
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positive attitudes on the part of teachers who must
utilize them to fulfill the needs of students enrolled in
the compensatory program.
10. The Null Hypothesis stating there will be no
significant difference between the California Achievement
Test NCE gains of Chapter I students in the school years
from 1981—82 to 1984—85 was rejected beyond the .01 level
of significance for both reading and mathematics. The
rejection indicates that there was a significant
difference in NCE gain scores of Chapter I students
between the years 1981—82 to 1984—85 as measured by the
California Achievement Test.
11. The Null Hypothesis stating there will be no
significant difference between the California Achievement
Test NCE gains of Chapter I students enrolled in the
“Pull—Out” model and those in the In—Class” model was not
rejected. The statistical analysis (ANOVA) used to
compare the gains made by pupils in the Chapter I program
enrolled in the two models in reading and mathematics did
not yield values that were significant to the .05 level.
As a result, the hypothesis was not rejected.
12. The Null Hypothesis stating there will be no
significant difference between 1984—85 NCE gains of
Chapter I students attending schools with principals
because of their leadership styles was rejected. Through
Malysis of Variance (ANOVA), the level of significance
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was beyond the .05 and .01 levels for the “Manager” style
of leadership. While the level of significance for the
“Initiator” was also beyond the .05 in mathematics, the
“Manager” style of leadership was determined to be
superior to both the “Initiator” and the “Responder” style
of leadership. Results indicate that the “Manager” style
of leadership, among the sampled group, appears to be the
more effective style of leadership for students enrolled
in the Chapter I program.
13. The Null Hypothesis stating there will be no
significant relationship between the attitudes of teachers
as determined by the scores attained on the Minnesota
Teacher Attitude Inventory and the 1984-85 NCE gains made
by Chapter I students is accepted. While MTAI scores and
percentile scores are relatively low, NCE gains on the CAT
by Chapter I students have shown significant improvement.
Also through Pearsons—Correlation Coefficient, it was
determined that the magnitude of the probability levels
indicates that there was no significant relationship
between teacher attitudes and any of the measures of
achievement. Results indicate that there is no measure of
statistical significance that relates the attitude scores
of the sampled respondents to the process of achievement
by the Chapter I students.
14. The Null Hypothesis stating there will be no
significant difference between teacher scores on the
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Minnesota Teacher Attitude Inventory and the three
different principal leadership styles was accepted. The
results of the ANOVA which compared the MTAT percentile
scores with the three leadership styles yielded values
that were not significant to the .05 level. The results
indicate that there is no significant difference between
teacher scores on the MTAI and the three different
principal leadership styles.
Discussion
The researcher observed some indications of contrasts
in some of the items and results gathered from the sample
population. One such example involved the responses of
teachers on the MTAI and their percentile scores, which
were generally low, and the response to items on the
questionnaire that gave indication of a different
attitudinal approach. While the MTAI is an instrument
validated to determine the attitude of teachers toward
children in general, it appeared that a direct indication
to the subjects in question (Chapter I students) seemed to
generate a more relevant response concerning the topic
involved.
There is a noted difference in the style of
leadership that was listed as the superior style for
effective schools. While research had shown that the
“Initiator” style of leadership had been judged to be the
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most effective for effective school advocates, the
“Manager” style of leadership proved to be the most
effective style for the students enrolled in the Chapter I
compensatory program. As stated earlier, “effective
schools research is moving in support of leadership styles
that enhance the school climate, teacher effectiveness,
and achievement.” It is significant and essential that
the results relative to achievement of students enrolled
in the compensatory program become a part of that research
for instructional as well as administrative purposes. The
results also imply that a different style of leadership
involving students who are enrolled in other remedial
programs might possibly help children achieve better.
While the difference seems to be narrowed in mathematics
as opposed to reading, it is the opinion of the researcher
that such information could become valuable in the process
of making decisions for student and/or administrator
placement.
The value of working together to fulfill student
needs has its contrasts among respondents. While teachers
seem to agree that students needs can best be served by
teachers working together to fulfil those needs, there is
enough evidence from that same sample population to
indicate that many teachers prefer working alone. Such an
implication indicates that, while there is great merit in
the team approach, many teachers feel that results might
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be accomplished by someone other than themselves. There
are other implications in this approach to the
instructional process and in the opinion of the
researcher, they should be explored in greater depth. One
of the other implications might very well mean that
teachers believe in working together in the interest of
the child, but not in the same classroom.
Limitations
1. The achievement results measured came from the
California Achievement Test scores for 1981 through 1985.
These results were used as a basis for determining
achievement gains among first, second, and third grade
students enrolled in the Chapter I program in Area I
schools. Achievement is only one means of measuring
student growth; consequently, the results found from this
study will have limited meaning.
2. Only teachers who have been in the same location
during the five—year period responded to the survey and
questionnaire on teacher attitudes. This limitation
deprived the researcher of impact from the remaining
teachers who have not been involved over the five—year
periQd or the lack of such impact.
3. Principals who were not involved in the total
five—year process did not impact on the leadership style
achievement comparison because of the possibility of
invalid evidence.
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4. The examination of teacher responses by sex
indicates that all respondents were female. Since
instructors around the country are of both sexes, male and
female, we must be mindful of the impact of these results
as they relate to sex and its impact on instruction.
5. The In—Class model of instruction had only one
year of trial that could be used for measurement. As a
result, there could only be a limited comparison to the
other model in question, the Pull-Out model. The lack of
the same logevity limits the researcher’s findings to a
similar time frame for examining both models.
Implications
The focus of education remains on achievement. With
that focus, the drive toward excellence has taken on new
meaning with educators at all levels. This excellence not
only involves the students but also instructors and
administrators as well. The implications resulting from
the research gathered on this study are as follows.
1. There is evidence that the compensatory program
is serving a worthwhile purpose in improving the
achievement level of students who are enrolled in the
Chapter I program.
2. There is not enough conclusive evidence to
determine that the In—Class model or the Pull—Out model is
either superior or inferior. There is evidence that most
teachers prefer the Pull—Out model for their instruction.
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3. The role of the principal and his/her leadership
style as instructional leader has gained and imparted
worthwhile information to enhance achievement of students
enrolled in the compensatory program.
4. While there are no concrete implications
concerning the attitudes of teachers on the achievement
gains of Chapter I students, there is evidence that other
types of attitude surveys might possibly generate a
different kind of response. Such implications come as a
result of responses to the 10—item questionnaire.
5. Teachers are generally favorable to their
principals leadership style in terms of what they are
doing to support the compensatory program. The trend
seems to indicate that, where students are involved in the
compensatory program, the support of the principal is
generally positive.
6. Teacher aides are considered a valuable source of
help and support by Chapter I teachers.
Recommendations
Since Compensatory Education has had as its purpose
the improvement of achievement among students who have
been, declared educationally deprived, it is the
recommendation of the researcher that future studies of
this magnitude be conducted on all grade levels. This
should involve large population samples that will yield
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results producing greater impact on the total population.
Large samples were among the major missing items in the
review of literature of this study.
The leadership style of the principal assumed new
meaning in this study. Such information should be shared
and expanded as a means of upgrading the importance of the
principal as instructional leader. While some literature
exists on the types of leadership styles utilized in this
study, there should be a continued effort to upgrade
further research that will aid in the continued
utilization and value of the productive leadership styles.
It would be useful to study in—depth the attitude of
teachers as it relates to achievement. There should be
more instruments designed to measure achievement as it
relates to the attitude of teachers. Attitude inventories
available do little for the void that exists. There is a
need for more attitude inventories to account for the
changing nature of education and instructional processes.
.~nother study that would have major impact on
instruction and achievement would be the determination of
what the reasons are of those teachers who believe that
student needs can best be fulfilled when teachers work
together as a team, but indicate by the nature of their
responses that they would really prefer working alone.
Such an implication is a major contradiction in belief and
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should yield some valuable information and insights on the
nature of team teaching and why it has not produced better
results.
It would also be helpful for future research if there
were studies available utilizing other measures of
achievement. The measures of achievement used in this
study were scores on the California Achievement Test.
While this has been one valuable means of examining
student achievement, there are others. There should be a
comparable study of this magnitude utilizing those
measures to compare and continue to upgrade the research
available on the subject under discussion.
There has been a major thrust on the improvement of
reading and mathematics because these areas of student
achievement seem to be generally weaker and have a greater
impact on the ability of the student to survive in the
world in which he will live. The merits of this direction
have been well planned and designed to accomplish these
goals, and there is evidence that the goals are being
accomplished slowly. The evidence indicates that these
results provide a limited amount of information to
validate the degree of achievement that takes place to
develop the “whole” child. With this in mind, the
researcher recommends that other areas of study become a
part of the available information utilized for evaluating
the degree of achievement that is taking place in the
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lines of students. The recommendation is made because of
the vast number of interests students have and courses
that students take in their preparation for future
living. The researcher believes that the additional
information would generate more untapped sources and
results that could give vital meaning to the total process
of improving achievement among students, whether they are
on grade level or whether they are deprived. Such a study
would give a new and rewarding thrust to the existing
research.
Finally, it is recommended that the results of this
study will be utilized as another source of information to
assist in understanding and improving the achievement
level of those students who have been declared
educationally deprived. Teachers, principals, and
administrators at all levels should find in this study the
necessary information to either solidify their beliefs in
what they have been doing or to change the direction so
that students will not be deprived of the best possible
education.
The information on teacher attitudes should be shared
and discussed. While there has been no major impact on
achievement scores as measured by the MTAI, the results
should be shared to determine whether improvements would
not have major impact on student achievement, with the
understanding that student achievement is an ongoing
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process. The implication is that, while there is evidence
of improvement among compensatory program students, there
is a corresponding increase in achievement with regular
students who have not been declared educationally
deprived, and this is supported by previous research.
The quest to bridge the educational gap among
students who have been educationally deprived is of
necessity an unending task that will require the best
effort of all who believe that an educated person is a
productive person. The researcher recommends that there
be no concessions in research, finances, services, or
support in seeing that this mission becomes a reality in
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1984-85 Mathematics and Reading NCE




1984 Math NCE Scores
School Mean Standard Deviation Cases
1 53.0345 19.9633 29
2 57.1111 17.3637 54
3 38.0000 16.7985 22
4 48.2917 22.6033 24
5 51.0455 17.9831 44
6 39.3913 15.9907 23
7 51.6000 20.7273 20
8 58.1190 22.8155 42
9 43.3429 22.0573 35
10 57.0000 16.3540 12
11 43.2545 21.1846 55
12 50.5000 15.0941 10
13 52.2778 18.0121 36
14 54.9474 26.1204 19
15 42.0000 18.5043 40
16 45.3023 17.3898 43
17 42.5833 19.9934 36
18 57.5909 24.3910 22
19 45.6364 17.3868 33
20 38.3600 18.0936 50
21 48.9697 22.0489 33
22 54.6939 17.4071 49
23 47.0286 14.3824 35
24 60.5385 19.8100 13
25 50.7813 21.0648 32
26 50.1538 25.6218 13
27 54.0833 21.0484 24
28 48.6563 10.9031 32
29 54.5000 25.7484 48
30 55.1628 20.5727 43
Total 49.3862 20.4093 971
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1984 Reading NCE Scores
School Mean Standard Deviation Cases
1 40.6207 20.2033 29
2 49.5000 15.5378 54
3 41.8636 9.0674 22
4 42.1250 19.5277 24
5 45.8182 13.5256 44
6 33.7826 9.1897 23
7 46.4500 19.6936 20
8 44.9070 21.5084 43
9 39.6000 14.9552 35
10 41.0000 16.8577 12
11 40.6182 20.2873 55
12 41.1000 7.6077 10
13 45.2703 10.6397 37
14 48.1053 24.4311 19
15 37.1500 16.8288 40
16 34.9535 11.4017 43
17 36.2500 13.6327 36
18 50.5909 21.5399 22
19 38.5758 12.5997 33
20 29.0800 17.1296 50
21 46.9091 17.4093 33
22 48.5306 18.2221 49
23 43.9429 13.5080 35
24 49.8462 16.3036 13
25 40.0000 13.9446 32
26 42.3077 17.2162 13
27 41.6667 15.4009 24
28 44.8438 14.7869 32
29 50.6875 24.0542 48
30 45.3023 16.1474 43
Total 42.5899 17.4745 973
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1985 Math NCE Scores
School Mean Standard Deviation Cases
1 69.1724 19.5760 29
2 57.9074 14.2964 54
3 56.8636 16.7823 22
4 68.7083 22.1938 24
5 54.7500 18.3368 44
6 57.0870 16.3232 23
7 51.5000 21.4488 20
8 61.1163 21.5530 43
9 61.9143 18.0284 35
10 68.5000 23.4307 12
11 70.0364 19.6949 55
12 57.4000 12.8686 10
13 56.9730 20.4715 37
14 56.4211 19.1233 19
15 60.5250 16.8690 40
16 45.3571 20.0777 42
17 55.8056 22.0918 36
18 51.7727 22.9075 22
19 55.6970 24.1848 33
20 62.4800 19.3319 50
21 54.2727 18.6435 33
22 59.7347 20.2914 49
23 58.0857 18.2747 35
24 68.6154 28.6401 13
25 68.4688 18.7960 32
26 63.6154 17.0369 13
27 68.9167 23.0744 24
28 45.2813 18.1219 32
29 64.3958 19.7277 48
30 56.6744 16.3718 43
Total 59.3992 20.3275 972
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1985 Reading NCE Scores
School Mean Standard Deviation Cases
1 62.6207 17.7571 29
2 46.1481 12.1925 54
3 45.9091 15.3434 22
4 57.0000 20.5109 24
5 45.8636 18.0421 44
6 49.1739 17.3458 23
7 47.3500 18.7203 20
8 53.0465 15.5930 43
9 57.3714 11.3865 35
10 62.4167 17.7685 12
11 57.9455 19.0267 55
12 51.8000 4.6140 10
13 48.4865 17.9190 37
14 51.2105 16.9102 19
15 47.6500 14.4090 40
16 37.8605 13.1050 43
17 44.5278 18.5726 36
18 52.8636 20.1099 22
19 51.6667 16.7811 33
20 56.9400 15.4555 50
21 48.2727 16.1850 33
22 51.1224 20.2871 49
23 55.0000 14.0189 35
24 57.1538 22.5050 13
25 53.1250 15.5766 32
26 45.8462 14.3982 13
27 61.1250 11.9576 24
28 43.1875 14.3222 32
29 51.5417 18.7718 48
30 46.8837 16.3870 43
Total 50.9198 17.2874 973
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711 CATHERINE STREET~ S. W.
ATLANTA.GE0RGIA 30310
~. Ma... ~ Theme. E. RudoIpI~
Am. Sup.rlnmnd.nt Amsa.nt Am. SupeIin~,nd.nt
Dear Principal:
I an involved in the final stages of research for my dissertation at Atlanta
Lkliversity. My study involves all of the first, second, and third grade teach
ers of Area I and the Oiapter G~e teachers of all Area Qie Elanentary Schools.
The teachers should have been In the saie school for the past five years. I
seek your assistance In expediting the distribution and collection of the
neterials that I en delivering and will pick ~.ç. If you would assist ne in
this effort, I can assure you that I will not bother you with such a task again.
The proceckn:e Is as to! l~s:
1. DistrIbute envelopes to all first, second, third grade, and Qiapter
Qie teachers ~ho have been at this school for the past five years.
2. The teachers have been instructed to seal the envelope and return
It to your office. Sealing Insures the confidentiality of their
responses.
3. I will return and pick iç the envelopes within three days of their
distribution or whenever you prefer.
Please accept my sincere thanks for your cooperation and help. I hope to be able
to share the results with you at a future tine.
Sli
Appendix C
Minnesota Teacher Attitude Inventory, Form A











The enclosed Inventory and c~jestiornaire is given to you in an effort to secure
save vital infornet ion that I need to cavplete a study In ~iich I an involved
to coiplete a dissertation at Atlanta Lkvivërsity.
There are two instriaents that I would like for you to respond to with your han
eat opInion. It Is not necessary that you put your nane on the answer sheet;
the anonymity of your responses will be protected. I do ask that you turn to
side two of your ,~ answer sheet and bobble in your sex and grade taught. The
section listed as “grade or eckication” should be utilized to bizble in the grade
that you teach. O~apter (~ie teachers should b~le In the rwber sixteen (16).
Your school code has been btvbled in prior to your receiving the weterial. That
infornat ion will be used for other purposes. After you have conpieted the in
forwet Ion on side two, it is not necessary for you to fill in any other inforne
tlon other than your responses to the 150 ltens on the Minnesota Teacher Attitude
Inventory and the ten addi t i ona I i teens on the c~iest iorna Ire that are included in
the enve~pe.
You will note that the Minnesota Teacher Attitude Inventory answer sheet exaiple
is not the sane as the one that you have. Your answer sheet is one that can be
corrected by conputer and I went to call your attentIon to the diareges about
shidi you should be awere. &ible In the following spaces on your answer sheet.
Strongly Agree “SA” = A
Agree “A” = B
Lhdecided or Lkicertain “U” = C
Disagree “D” =D
Strongly Disagree “gy’ = E
The Minnesota Teacher Attitude Inventory should be an~red in the first 150
spaces on your answer sheet. Your responses to the ten I tens on the c~.aes t ion
noire should begin at 151 on the sane answer sheet and end with 160.
W*n you have finished responding to all of the c~eest ions, please seal the enve
lope and return It to your principal. I can assure you that your responses will
raiwln confidential.





Please accept my sincere appreciation for your cooperation and tilTe in this effort.
I hope that I will be able to share the results of this study at sane future tinw.
Thara( you very nudi.
c’uflcN: BE*SE DO ~ur R~ID cR ~l1~~LE~ si~r
125




WALTER W. COOK CARROLL H. LEEDS ROBERT CALLIS
University of Minnesota Furman University University of Missouri
DIRECTIONS
This inventory consists of 150 statements designed to sample opinions
about teacher-pupli relations. There is considerable disagreement as to what
these relations should be; therefore, there are no right or wrong answers.
What is wanted is your own individual feeling about the statements. Read
each statement and decide how YOU feel about it. Then mark your answer
on the space provided on the answer sheet. Do not make any marks on
this booklet.
If you strongly agree, blacken space under “SA” I ~ ~ iJ ~:
If you agree, blacken space under A I
If you are undecided or uncertain, blacken space under “U” H i~ I H F:
If you disagree, blacken space under “D” H 1~ H
If you strongly disagree, blacken space under “SD” -
Think in terms of the general situation rather than specific ones. There
is no time limit, but work as rapidly as you can. PLEASE RESPOND
TO EVERY ITEM.
The inventory contained in this booklet has been designed for use with answer forms
published or authorized by The Psychological Corporation. If other answer forms are used,
The Psychological Corporation takes no responsibility for the meaningfulness of scores
Cop’righr 1951 by The Psychological Cosporation.
All rights reserved. No part of this inventory may be reproduced in
any form of printing or by any ocher mesns, electronic or mechanical,
including, but not limited to, photocopying, audiovisual recording and
uammission, sod portrayal or duplication in any information storage
sad retrieval system, without permission in wIiting from the publisher.
Pfl.d m u.s.a. The Psychological Corporation, New York 70.198Th
5156503
1. Most children are obedient.
2. Pupils who “act smart” probably have too
high an opinion of themselves.
8. Minor disciplinary situations should sometimes
be turned into jokes.
4. Shyness is preferable to boldness.
5. Teaching never gets monotonous.
6. Most pupils don’t appreciate what a teacher
does for them.
7. If the teacher laughs with the pupils in amus
ing classroom situations, the class tends to get
out of control.
B Achild’scompanionsbips can be too carefully
2. A child should be encouraged to keep his likes
and dislikes to himself.
10. It sometimes does a child good to be criticized
In the presence of other pupils.
11. Unquestioning obedience In a child Is not
desirable.
12. Pupils should be required to do more studying
at home.
18. The first lesson a child needs to learn Is to
obey the teacher without hesitation.
14. Young people are difficult to understand these
days.
15. There Is too great an emphuis upon “keeping
order” in the classroom.
16. A pupil’s failure Is seldom the fault of the
teacher.
17. There are times when a teacher cannot be
blamed for losing patience with a pupil.
18. A teacher should never discuss sex problems
with the pupils.
19. Pupils have it too easy In the modern school
80. A teacher should not be expected to burden
himself with a pupil’s problems.
11, PupIls expect too much help from the teacher
In getting their lessons.
~ A teacher should not be expected to sacrifice
an evening of recreation in order to visit a
child’s home.
18. Most pupils do not make an adequate effort
to prepare their lessons.
14. Too many children nowadays are allowed to
have their own way.
25. Children’s wants are just as Important as those
of an adult.
N. The teacher Is usually to blame when pupils
fail to follow directions.
17. A child should be taught to obey an adult
without question.
18. The boastful child Is usually over-confident of
his ability.
19. Children have a natural tendency to be unruly.
10. A teacher cannot place much faith In the state.
ments of pupils.








31. Some children ask too many questions.
32. A pupil should not be required to stand when
reciting.
$3. The teacher should not be expected to man
age a child if the latter’s parents are unable
to do so.
34. A teacher should never acknowledge his 1g.
florence of a topic in the presence of his pupils.
35. Discipline in the modern school Is not as strict
as It should be.
36. Most pupils lack productive Imagination.
37. Standards of work should vary with th. pupiL
38. The majority of children take their responsi
bilities seriously.
39. To maintain good discipline in the classroom
a teacher needs to be “hard-boiled.”
40. Success is more motivating than failure.
41. Imaginative tales demand the lam. punish
ment as lying.
42. Every pupil In the sixth grade should have
sixth grade reading ability.
4$. A coed motivating device is the critical corn-.
portion of a pupil’s work wIth that of other
pupils.
44 It Is better for a child to be bashful than to be
“boy or girl crazy.”
45. Course grades should never be lowered
punishment.
46. More “old-fashioned whipping.” are needed
today.
47. The child must learn that “teacher knows best.”
48. Increased freedom In t)le classroom creates
confusion.
42. A teacher should not be expected to be .yni
pathetic toward truants.
50. Teachers should exercise more authority over
their pupils than they do.
51. Discipline problems are the teacher’s greatest
won,.
IL The low achiever probably is not working hard
enough and applying himself.
53. There Is too much emphasis on grading.
54. Most children lack common courtesy toward
adults.
55. Aggressive children are the greatest problems.
H. At times It is necessary that the whole class
suffer when the teacher Is unable to identify
the culprit
57. Many teachers are not severe enough in their
dealings with pupils.
18. Children “should be seen and not heard.”









60. It is easier to correct discipline problems than
It Is to prevent them.
GO ON TO THE NEXT PAGE
78. There is too much leniency today in the hand
ling of children.
77. Difficult disciplinary problems are seldom the
fault of the teacher.
78. The whims and impulsive desires of children
are usually worthy of attention.
79. Children usually have a hard time following
Instructions.
80. Children nowadays are allowed too much free
dom in school.
81. All children should start to read by the age
of seven.
82. Universal promotion of pupils lowers achieve
ment standards.
83. Children are uflable to reason adequately.
84. A teacher should not tolerate use of slang
expressions by his pupils.
85. The child who misbehaves should be made to
feel guilty and ashamed of himself.
88. If a child wants to speak or to leave his seat
during the class period, he should always get
permission from the teacher.
87. Pupils should not respect teachers any more
than any other adults.
88. Throwing of chalk and eruera should always
demand severe punishment.
89. Teachers who are liked best probably have a
better understanding of their pupils.
90. Most pupils try to make things easier for the
teacher.








81. Children are usually too sociable in the class
room.
82. Most pupils are resourceful when left on
their own.
$3. Too much nonsense goes on in many class
rooms these day.
84. The school is often to blame in cases of truancy.
85. Children are too carefree.
88. Pupils who fail to prepare their lessons daily
should be kept after school to make this prep
aration.
87. Pupils who are foreigners usually make the
teacher’s task more unpleasant
88. Most children would like to use good English.
89. Assigning additional school work Is often an
effective means of punishment.
70. Dishonesty as found In cheating Is probably
one of the most serious of moral offenses.
71. Children should be allowed more freedom In
their execution of learning activities.
72. PupIls must learn to respect teachers If for no
other reason than that they are teachers.
73. Children need not always understand the rea
sons for social conduct.
74. Pupils usually are not qualified to select their
own topics for themes and reports.
75. No child should rebel against authority.
106. A teacher should not be expected to do more
work than he is paid for.
107. There Ii nothing that can be more irritating
than some pupils.
106. “Lack of application” is probably one of the
most frequent causes for failure.
109. Young people nowadays are too frivolous.
110. As a rule teachers are too lenient with their
pupils.
111. Slow pupils certainly try one’s patience.
112. Grading is of value because of the competition
element.
112. Pupils like to annoy the teacher.
114. ChIldren usually will not think for themselves.
115. Classroom rules and regulations must be con
sidered Inviolable.
116. Moetpupllshavetoo.asyadmecfltanddo
not learn to do real work.
117. Children are so likeable that their shortcom
ings can usually be overlooked.
IlL A pupil found writing obscene notes should
be severely punished.
119. A teacher seldom finds children really enjoy
able.
120. There is usually one best way to do school
work which all pupils should follow.
GO ON TO THE NEXT PAGE
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SA—Strongly agree U—Undecided D—Disagrce
A—Agree or uncertain SD—Strongly disagree
91. Most teachers do not give sufficient explana
tion In their teaching.
$2. There are too many activities lacking In acad
ernie respectability that are being introduced
into the curriculum of the modern school.
92. Children should be given more freedom in the
classroom than they usually get.
$4. Most pupils are unnecessarily thoughtless rel
ative to the teacher’s wishes.
$9. Children should not expect talking privileges
when adults wish to speak.
$6. Pupils are usually slow to “catch on” to new
materiaL
$7. Teachers are responsible for keowing the
borne conditions of every one of their pupils.
IL Pupils can be very boring at times.
$9. Children have no business asking questions
about sex.
100. Children must be told exactly what to do and
how to do It
101. Most pupils are considerate of their teachers.
102. Whispering should not be tolerated.
10$. Shy pupils especially should be required to
stand when reciting.
104. Teachers should consider problems of con
duct more seriously than they do.
106. A teacher should never leave the clas, to Its
own management
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136. A pupil should always be fully aware of what
is expected of him.
187. There is too much intermingling of the sexes
in extra-curricular activities.
188. The child who stutter. should be given the
opportunity to recite oftener.
139. The teacher should disregard the complaints
of the child who constantly talks about imag
inary illnesses.
140. Teachers probably over.emphasize the ser
iousness of such pupil behavior as the writing
of obscene notes.
141. Teachers should not expect pupils to like
th~
142. Children act more civilized than do many
adults.
143. Aggressive children require the most atten
tion.
144. Teachers can be In the wrong as well as
pupils.
145. Young people today are just as good as those
of the past generation.
148. KeepIng discIpline 1. not the problem that
many teachers claim It to be.
147. A pupil has the right to disagree openly with
his teachers.
148. Most pupil misbehavior Is done to annoy the
teacher.
149. One should not expect pupils to enjoy school.
188. In pupil appraisal effort should not be dis
tinguished from scholarship.
Reproduced by permission from the MINNESOTA TEACHER
ATTITUDE INVENTORY. Copyright 1951 by The Psycho







121. It isn’t practicable to base school work upon
children’s Interests.
122. It is difficult to understand why some chil
dren want to come to school so early in the
morning before opening time.
123. Children that cannot meet the school stand
ards should be dropped.
124. Children are usually too inquisitive.
125. It Is sometimes necessary to break promises
made to children.
126. ChIldren today are given too much freedom.
127. One should be able to get along with almost
any child.
128. Children are not mature enough to make their
own decisions.
129. A child who bites his nails needs to be shamed.
188. Children will think for themselves If permit
131. There Is no excuse for the extreme sensitivity
of some children.
1*2. Children just cannot be trusted.
133. Children should be given reasons for the re
strictions placed upon them.
184. Most pupils are not Interested In learning.
135. It Is usually the uninteresting and difficult
subjects that will do the pupil the most good.
